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PREFACE

Within the framework of the programme of work of the Education Com-
rnitvee, the OECD has over the last few years undertaken an analysis of
various aspects of teacher policies in primary and secondary education.

it the heart of the problems which confront Member countries in the
transforration of the teachers' roles are teacner education and new
pattern of teacher tasks. These problems were analysed in an earlier
QECD publication: The Teacher and Educational Change ~ A New Role.

Work and discussions among experts have led to a series of preliminary

conclusions corcerning trends in the two areas mentioned above and these
have been published under the title: New Patterns of Teacher Education and

Tasks: General Analysis. This analysis was based on a numnber of case-

atudies of innovations in Member countries, whicn seem to respond to some
of the key questions in the future development of the teaching profession.
Tne interest shown in these analyses has encouraged the Secretariat
to publish the most significant of them in & series of volumes. Each
volune contains either country studies dealing with both teacher education
and teacher tasks or studies which concern the more general aspects of
training policies and changes in teacher tasks and working conditions.
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SUIMMARY

The objectives of this report are to highlight innovative trends in
pre-service and in-service training of teachers in the United States; to
outline sone political, economic, and social factors that provide con-
text for these trends; and to identify resulting policy issues. Ticz
analysis was conducted by reviewing descriptions of teacher education
develonrents and by visiting selected sites.

There 1s no éingle pattern that characterizes recent developments
in the initial and continuing education of teachers in the United States.
Political conflicts emphasize questions of control of teacher education,
and the contending groups include universities, legislatures, executive
oranches of government, state education agencies, local public school
districts, and the organized profession. Ideological differences have
led to the establishment of dozens of programs, sometimes at a single
institution, that stress different goals. In some instances, a business
and industry metaphor is prevalent in the programs; in other instances a
"orowth and development" metaphor based on the abilities and predilec-
tions of the iadividual student is prevalent.

Key policy issues focus on recruitment of teachers, the require-
zents for a teaching Lizense, the question of control of teacher educa-
tion, the determination of an appropriate scientilic base for educa-
tional practice, eflective strategies for teacher education, the degree
of standardization that is necessary and desirable, the relationship
between teacher education, activities at a university and other functions
of the university, and finally evaluation and description of the hundreds
of different teacher education prograns that are found in the United
States.




I. SOME CONTEXTUAL FACTORS

~N

A. Governrienval Influences: Planning and Manapeinent

While there is little attempt to coordinate national or state
policy in housing, welfare, transportation, health, education, and other
human services in the United States, trends in these fields are rot
entirely independent, During any single administration, there is a dis-
cernible cast to both the substance and the style of social policy for-
nmulation and its immlementation, partly because of the philosophical and
political beliefs of each president and state governor.

True, the differences in approach to the various spheres of social
policy are as apparent as the similarities. A physician is usually con-
sidered to be self-employed (though he often works in a facility sup-
ported by the public). A teacher is under contract to a governmental
unit. As a resalt, policies differ as attempts are made to manipulate,
for example, the incentive systems. Nevertheless, governmental policy
in health, transportation, welfare, housing, and education in recsnt
years has been characterized by features such as “the following: efforts
to determine in as unambiguous a fashion as possible the objectives of
the various "delivery systems", administrative guidelines that systena-
tize strategies for the attainment of the specified objectives through
sophisticated mansgerial techniques, ambitious attempts to measure bene-
fits against costs, firm rhetoric asserting the primacy of local initia-
tives and responsibility, options that increase certain elements of
choice for the "consumer", and pressures to cut costs - particularly
costs to the taxpayers.

Regardless of the partisan political bases for the goals advanced
and articulated by any particular administration, policy analysis
characterised by such procedures has become a prominent feature of
governmental planning -- especially since the early days of the Kennedy
administration in the United States when Robert McNamara began to . intro-
duce highly rationalized management procedures into the operations of
the Department of Defense. It is a central contention in this report
that teacher education patterns have gradually become more responsive to

~
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governmental and political pressures and trends such &s those outlined
above, and concomitantly somewhat less responsive to traditional sources
of initiatives within the profession during the past ten years. The

same statement can be made of medical and social work education. And
the reasons are attributable in significant measure, though not entirely,
to the apgressive implenentation of certain governuental planning and
management technigues. Therefore some of these techniques will be
sketched in the following paragraphs to establish part of the social,
political, and economic contexts for an examination of teacher education
development,

For the avowed and laudable purposes of reasserting civilian con-
trol over nilitary operations in the early 1960's, McNamara introduced
to the Department of Defense decision-making procedures that attempted
to move away ifrom adjudication of the claims and demands of competing
special interest groups solely on the basis of power and influence, and
toward objective analysis of goals and costs. For example, instead of
balancing the pressures within the Navy for greater attention to sub-
marines as against battleships, or weighing Air Force proposals against
those of battleship admirals, McNamara demanded & clear delineation of
the objectives for which the military system under considerdtion was to
be desiened; he then demanded careful analysis of alternative methods of
achisving the objectives, includirg detailed projections of the costs of
each of the alternatives. Decisions were made based on assessment of
objectives, costs, and benelits. It was thought that this procedure,
taken directly from industrial management, served to wrest control from
narrow specialists who were seen as protecting existing though possibly
outroded practices and power, thereby putting responsibility more
clearly in the hands of elected political leaders.

President Johnson was powerfully impressed with the McNamara
approach in the Pentagon. He mandated in 1965 that all cabinet officials
erploy henceforth the managerial techniques brought to the Pentagon by
Robert McNamara -- ard in each of the federal agencies. The Department
of Health, Education, and Welfare was, and is, in the forefront of an
atterpt to use the new managerial styles -~ in part because health, wel~-
fare, and education expenditures are huge, and rising, and seemingly
uncontrollable.

In the United States, education is a responsibility of each of the
f<fty states rather than & primary responsibility of the Federal Govern-
ment. However, in each of the fifty states technigues developed at the
national level have begun to assune greater prominence because the tools
of management and planning touted in Washington seemed powerful to the
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governors. Just as the President amassed a huge budgetary staff in a
unit now called the Office of Management and Budget, each of the state
governors has built a budgetary group, often formally constituted in a
unit called a Bureau of the Budget. The Office of Management and Budget
and tne state-based budget bureaux have been staffed overwhelmingly with
individuals traired in nanagement, business administration, economics,
and cperations research. One of the results of this particular trend is
the derand for incontrovertible data as a basis for policy as well as a
Justification of expenditures.

While the current political nood in America diminishes sone of the
power of federal agencies, the techniques of program planning and manage-
ment developed in Washington, then, have migrated to the individual
states. It is sonewhat ironic that at a time when Washington officials
have become sonewhat skeptical about the advantages of planning program-
ming budgeting systems and operations research, particularly in the
social sphere, state legislatures and state executive departments sustain
undininished enthusiasm for the techniques. One reason for the disparity
betweer Washington and the state governments may be that Washington
agencies have had more experience. But it is also probably a fact that
the managerial techniques are used as much to cut costs &s to improve
policy. Accountability laws are passed in the various state legisla-
tures partly as a method for developing a seemingly rational plan for
executive and legislative decision-making that seems to require a reduc-
tion of expenditufes.

B. [The Scientific Base for Educational Practice

A closely related exzpectation of educational planners is for
"objectivity" in educational discourse and decisions. There is, as a
result, a quest for establishrment of the scientific basis for educa-
tional practice, including teacher education. If scientific principles
can govern educational practice, the resulting rationality diminishes
the influence of powerful interest groups and special pleading.

There are additional benefits to emplcying scientific styles of
discourse when discussing educational policy and practice. Science tends
to be valued highly. &Scientific and highly rationalized terminology
" often mask controversial assuuptions underlying any attempt to modify
teaching. For example, approaches to instruction based on behavior-
modification theory and proximate positive reinforcement are usually
advocated on the basis of laboratory expefiments that demonstrate the
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apﬁarent efficacy of these technigues in teaching skills like conputa-
tion, reading, and spelling. The values that underlie such approaches
to humwan learning are less subject to challenge if it is assumed that
scient.fically-derived practices represent clearly superior approaches
to those derived primarily from tradition without a similar scientific
base. .

It is characteristic of policy analysis at both federal and state
levels that specialists in the various social service fields are viewed
with suspicion. Because we are not pleased with health care systems or
educational systems, and because the provision of these services is ex-
pensive and growing more so, there is a widespread view that profess-
ionals must be more responsive t© the public they serve. Just as it is
asserted that defense is too important to leave to the generals and ad-
mirals, and medicine too important to leave éntirely in the hands of
physicians, it is said that education is tco critical an enterprise to
be left entirely in the hands of professional educators. Highly sophis-
ticated management procedures, based where possible on scientific re-
searck, seem an appropriate method of improving social accountability.
Research findings offer a method of freeing policy formulation from the
overriding influence of professionals. However, while there must be a
continuing search for a scientific base for educational practice, even
those researchers who are most committed to this quest usually acknow-
ledge the primitive nature of the present scientific base of teaching
or teacher education.

It is a question how well the prevalent planning styles in the
United States match the state of rationality of thé teaching or teacher
education enterprises. The techniques brought to the Pentagon by IMr.
McNanara accommodate poorly to ambiguous data, conflicts in values, con=
fusion over goals, and lack of agreement about priorities.

To anticipate one of the recormendations of this report, we do well
to separate.the scientific and readily ratiovalizable aspects of teacher
education from considerations of worth, purpose, and desirability.

Where & rational base is firm, it should be used. But not all educa-
tional discourse yields to objective analysis. What is lost and what is
gained when we move away from a style of decision-making based primarily
on judgments of informed practitioners that, however poorly, accornmodate
many highly impressionistic data and toward procedures that demand ob~-
jectivity .but as a result may focus on events and outcomes that mask
controversial philosophical assumptions? This question is paramount

but all too frequently ignored.
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C. Ideology and Politics

As a matter of fact, as will be stressed repeatedly in this report,
there are powerful ideological crosscurrents in American teacher educa-
tion that reflect competition for power among different groups as wall
as basic philosophical disagreements. This report describ~ - ~ 'vams at
certain teacher educaticn institutions that essentially S-S

dozens of programs from which the student may make his choice based on
inclination and aptitude. At other institutions, performance-based
teacher education programs have been established that seem to be a result
of a dispassionate analysis of the competencies required by teachers,
followed by systematic attempts to train prospective teachers for these
skills. At still another teacher education institution, the emphasis is
on "humanizing" the teacher education experience, which often means that
the prospective teacher is expected to learn about himself as an indivi-
dual before he can interact effectively with learners.

In the United States, the array of teaclisr education programs can
be characterized by those who are pleased with the system as "diverse"
and by those who are less satisfied as "chaotic". But despite govern~-
mental pressures toward systematic analyses of these programs, there is
so little agreement in the United States about what characterizes an
effective education in elementary or secondary schools that there is no
clear pattern in emerging teacher education programs -- unless that
pattern is patternlessness. )

Furthermore there is general dissatisfaction with teacher education,
as there is with education generaliy, as there is with transportation
policy, as there is with health delivery policy, as there is with social
welfare policy. Americans in the 1€70's are disenchanted with their bold
social policy initiatives of the 1960's, Brave new plans were set into
motion then in housing, transportation, education, race relations, and
many other fields. Huge expenditures were directed toward alleviation
of human injustice and ignorance. Ambitious claims were made by those
officials who advocated the new programs, partly to hasten passage of
needed legislation. However, the vrograms fell short of the expectations,
and disillusionment has set in,

The Congress established housing programs that seem to have des-
troyed a sense of community, transportation programs that seem to have
clogged urban areas and destroyed the environment, criminal justice pro-
grams that have not reduced the rate of recidivism, and educational
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programs that do not seem to have raised reading levels or improved em-
ployabili*ty, particularly of the poor.

A retreat from the rhetoric of the 1960's characterizes the early
1970's. At O ame time welfare and health costs have soared, infla-
tion rates . «precedented, and governmental sdministrators and legis-~
lators are seel.mg to hold down public expenditures. The new, sober
mood in Washingtor has resulted in fewer federal initiatives in all
fields, including tewzher education. There is the conviction that com-
plex social problems are not as tractable as government planners thought
in the 1960's. For whatever reason, the shiny plans do not result in
many heartening practices; the dreams turn sour.

The mood of disillusionment in Washington matches a political
philosophy that emphasizes the importance of local control and state-
based decision making. To a degree, this development is associated with
Watergate, but many observers believe that the Nixon administration
would have turned coasiderable authority for social policy formulation
back to the individual states as part of his "New Federalism" and his
plans for "revenue sharing" regardless of Watergate-related developments.

& A1l of these events are transpiring at a time of sharply decreasing

birthrates and therefore & lowered demand for formal schoeling in the
younger age groups, at a time of dramatically altered supply and demand
picture for teachers, in a period wherein the teacher profession is or-
ganizing rapidly and militantly, and in a period wherein there is a
financial and enrolment crisis in higher education.

Accompanying the ideological conflict and confusion, as might be
imagined, is a highly-charged political climate in the teacher education
field with various groups competing for control: colleges of education,
the organized profession, academics from the arts and humanities, and
public school districts, to name just a few.

D. Governance of Teacher Education

While the governance of teacher education is not the primary focus
of this report, any description df emerging patterns of teacher education
in the United States must emphasize questions of control because of the
ideological chaos in the field. If the scientific base for educational
practice and teacher education is primitive, and seemingly uncontrollable
governmental expenditures are soaring, then the roles of legislatures,
budget bureaux, state sducation agencies, teacher certification boards,
and the courts become influential in a fashion unknown in nations that

o
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may be less neterogeneous than the United States, or nations wherein
the responsibilities for the formulation of educational policy are more
unambiguously established.

The state and federal legislatures exert pressure of at least two
kinds. Iegislators frequently enunciate policy themes such as educa-
tional equality, the need Jor pre-school education, inproved access for
adult education, and opportunities for career ed.cation. At the same
time, political figures in the legislatures and executive departments
clamor for results,

The Federal Government enters the education scene out of a sense of
national emergency, as was the case when the Soviet Union launched the
first space satellite and the American military posture was seen as
threatened or as an agent to Protect constitutionally-defined human
rights, as when school busing was mandated to redress the educationai
deprivation resulting from racial isolation. It is on the latter grounds
that federal courts have become particularly active in educational
matters. The courts have Pressed for plans that promote more egual
financing of schools in wealthy and poor districts within a state, for
exanple, just as they played a key role in 1954 in declaring the
"separate but equal” doctrine of vacial isolation innerently unegqual, as
part of the.r attempt to blanket education under the "egqual protection”
provisions of the national Constitution.

" In recent years several state legislatures have Passed "accounta-
bility" laws. The laws take different forms in the various states in
which they have been enacted. In some places it is mandated that per-
fornance objectives be established for the various school programs and
data collected revealing how well the objectives are achieved. In &
similar vein, some states have required by law that performance-based
teacher education prograns be established. In other states the same
purpose has been achieved by actions of the teacher certification
boards. These actions result in considerable measure from a distrust of
professional educators and disappointment in educational achievement
test scores, particularly of poor children.

Few observers expect potent Federal initiatives in the education
field in the 1970's. However, especially if the states receive funds
through revenue sharing plans from the Federal Government, the various
state legislatures may attempt to modify educational practices to a
marked degree. Political forecasting is an inexact enterprise, however.
While there are significant similarities across the fifty states, there
is likely to be considerable variation in legislation affecting teacher
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education, and the pattern is nowhere clear enough to make confident
predictions.

Iet us turn to an examination of the emerging teacher organizations
in order to portray one force of growing significance in the governance
of American teacher education. From teacher groups that aimed primarily
to improve communication and professional identification, the teaching
profession in the United States has moved rapidly in the past ten years
toward trade unionism. For a variety of reasons, including the fact
that education has no cohesive or strong voice in the United States des-
pite the huge size of the profession, and teachers hLave seen themselves
particularly vulnerable to governmental economizing, the teacher organi-
zations have become more assertive and even strident.

In the 1966—67 school year, there were 54 organized work stoppazes
among teachers involving 45,000 employees. In 1969-70, the number rose
to 230 stoppages inveolving 117,0C0 employees. In 1972-73, the number of
stoppages totaled 14% and abcut 11%,000 teachers were involved.

One point of focus of teacher concerns (beyond the overriding issues
of salary and working corditions) is the question of entry into the pro-
fession and continuing training. Organized teacher groups are demanding
a greater role in the certification and licensing procedure, partly to
hold down the numbers of teachers seeking positions in a period of ap=-
parent high supply and low demand, and partly to play a greater role in
designing preparation programs that often are seen as insufficiently
practical and too highly theoretical. Teacher groups have been success-
ful in recent years in changing the composition of teacher certification
boards in several states to include more representatives of the organizeu
profgssion. It is too early to gauge the full effect of this greater
political power, but it is likely within a decade that teacher groups
will exert influence at least as great as that of the organizations of
school adrministrators in the development of training programs, in-service
and pre-service.

At the moment teacher organizations in the United States are not
united., The largest group, consisting of about 1,500,000, is the
National Education Association. This group is unaffiliated with the
trade union movement and derives its power from state-based affiliates
that vary in size, influence and viewpoint. The American Federation of
Teachers is affiliated with the AFL/CIO. It is a smaller group con-
sisting of 400,000 members with its major power bases in New York and
Chicago. While there is a widespread expectation that the two groups
will merge, that expectation has existed for several years, and the mer-
ger has not yet been consummated. If and when it happens, the influence
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of the organized profession will become much stronger, and its role in
teacher education, particularly but not exclusively continuing educa-
tion of teachers, may well be paramount.

There is considerable sentiment within the organized teaching pro-
fession that the universities have come to play too great a role in
teacher preparation and certification. While the goals of the teaching
profession expressed through the formal organizations are not yet clear,
there are discernible pressures toward the model of law or medicine. In
these fields, practi€ioners play a key role in the licensing process,
and the training institutions, though usually housed at universities,
enjoy considerable autonomy from the other divisions of the university.
A major emerging issue in veacher education in the United States, antici-
pating another conclusion in this report, is the degree to which teacher
education should be integrated with university education broadly. As
will be seen, there are strong (though at the moment few) pressures
toward "professionalization" and independence.

For several decades, teacher education in the United States has
been fully incorporated into the university, ualike the situation in
many .uropean countries. Aspiring teachers receive the bachelors degree
after four years of study; in fact it is required for certification in
each of the fifty states. No one is seriously suggesting & return to
the American normal schools even as autonomy in teacher education is ad-
vocated. Separate and exclusive teacher education institutions are prac-
tically non-existent at present in the United States. Those state-~
supported institutions that were created sixty and seventy years ago ex-
clusively for the preparation of teachers have almost ail by now becomne
comprehensive universities. In fact the teacher education function has
been de-emphasized as these colleges and universities have attempted to
emulate the broad~based institution of higher learning. Arts and
sciences have been stressed, rather than the professions.

At the present time, responsibility for teacher education, pre-
service and in-service, resides almost exclusively in various colleges
of education that are integrated into uaiversities. All of the emerging
practices described in this report have begun to take root at such in-
stitutions. While there will be continuing pressures to shift the locCus
of responsibility to either local school districts or to the organized
profession or to both, and while legislatures and the courts will in-
fluence the system, it is unlikely as far as organization of teacher
education is concerned that these pressures will do more than increase
the number of cooperative relationships among teacher education institu-
tions, local education authorities, and units of the organized professiom.
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While it is true that local authorities and the organized profession
have begun experimenting with teacher centers (somewhat after the
British model) as focal points for in-service teacher education, it is
likely that even continuing education will never be separated completely
from universities. Rather, existing colleges of education will likely
share in the total effort cooperatively with the new groups demanding a
larger role. The results, as past practice and present trends portend,
will probably be non-uniform and diffuse.

) E. A Cautionary Note

While the cases in this report were chosen deliberately to demon-
strate diversity and to provide the reader with some understanding of
the range of new programs being developed in the United States, the
study accurately conveys a picture of minimal uniformity and standardiza-
tion. And variations are still emerging. There is no clear pattern.

Insofar as governmental agencies mandate the use of managerial
techniques such as prespecification of educational objectives, and
"accountability" laws are passed in various states to match educatlonal
achieverments against educational objectives, and a business menxallty
takes even firmer root in American social policy formulation, then sub~
stantive uniformity may follow procedural orthodoxies. The move toward
performance-based teacher education in the United States, perhaps the
single most powerful trend in American teacher education, is essentially
a "management by objectives" approach drawn from standard industrial and
business practice: PBTE leaders even talk about "products' of the system,
Various legislative actions and the apparent attraction to PBTE among
colleges of education suggest that this movement nay indeed be the major
wave of the next several years.

Nevertheless American educational policy during the last twenty
years has been characterized by a rapidly changing series of fresh
priorities. It is not at all clear phat today's major educational prob-
lem or penacea is tomorrow's. Indeed recent history suggests the con~
trary. In the early 190's Americans were concerned about education of
the gifted. This focus was replaced after a few years by initiatives to
izprove education of the poor, particularly of poor blacks. One Con-
nissioner of Education in the late 1960's proclaimed the highest priority
in American education as the right to read., His successor shifted to
career education. And so it goes. There is considerable faddism in
American education, including teacher education. Each new priority is
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highlighted in the popular press and the professional journals, then
forgotten a few years later when the next crisis claims professional and
poprular attention.

But to this point, despite the passionate and olten contentious
rhetorical fireworks, the major character;stic of the American educa-
tional system, including teacher education, has been its inertia. It is
a large system. The millions of people who are responsible for sustain-
ing it, for making the day-by-day decisions, will probably continue to
control its destiny to a greater degree than governmental proclamations
or editorial exhortations., The reader is cautioned that the innovative

practices described in the report are not widespread - only suggestive.

They are presented to outline the practices featured by the "opinion
leaders™. But the opinion leaders have not yet found a way to affect
American education profoundly, though their writings flood the journals
and their speecnes resound through the halls at professional conventions.
Only those who staff the system can make significant changes, and
these teacher educators, like the teachers in the public schools, tend
to modify practice slowly. They draw from the new techniques those that
seem to matcn their own tastes and abilities, rejecting the others not
obviously or loudly, but rather by inaction. Overall educational change
is slow in a huge system, a fact continually disappointing if not frus-

trating to those people in the profession and in government who are con-
vinced that they know the steps necessary to improve practice and make
schools nore effective.

Some of the policy implications of this diffuse and clouded teacher
education picture will be suggested later in the report - after a docu-~
mentation of some of the specific and conflicting trends.

II. THE PATTERNS

This section of the report describes the highlights of certain in=~
novative teacher education programs found in the United States. Several
serious limitations in the accounts of these programs must be cited at
the outset., Many of the descriptions included here are based on the
documents that were assembled at the various sites during the course of
our visits. Because programs evolve, because written materials as such
cannot completely convey the nuances of programs that their spomnsors feel
are quite important, our report may not represent entirely accurately what
is in fact being done in these locations. We had neither the time nor the
resources to assess completely the accuracy of the descriptions we received.
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A second serious problem facing anyone attempting to describe some~
thing as amorphous as a teacher education program is that of selective
perceptions. The elements we chose to report in our description ob-
viously represent only a small part of what we could have included in
this narrative. It is likely that the developers of the programs we
visited would have chosen to highlight different aspects of their pro-
grams or would have elected to highlight them in different contexts. We
apologize in advance to these developers and to the reader for any dis-
tortions we have introduced into our descriptions and trust that our
colleaguss will in good spirit help to correct any inaccuracies.

A, Offering of Options

A definitive trend in teacher education in the United States is
that of single institutions offering multiple programs in teacher educa-
tion. Students interested in becoming elementary school teachers at
these institutions can elect an off-campus or an on-campus training pro-
gram; can choose a series of courses geared toward urban education or
stay in a mainstream of courses aimed at the general population of stu-
dents; can select a progranm wish a particular philosophical bent, such
as behavior modification or open education, etc. An institution that is
singularly and prominently characterized by the offering of an array of
programs is the University of Massachusetts. Recently, the School of
Education of the University of Massechusetfé was presented a "distin-
guished achievement" award from the American As-ociation of Colleges for
Peacher Education (AACTE) for the more than twenty teacher education pro-
grams offered there. The award is an indication that options are con-
sidered exemplary practice.

The presentation of an almost bewildering number of alternative pro-
grams to students headed for the teaching profession is based partly on
a lack of confidence in the efficacy of the governing process as it is
usually practised by university faculties. "We do not believe that a
program orthodoxy within a School of Education faculty should be decided
by & 5-4 vote," said Dean Dwight Allen during our visit to the University
of Massachusetts, "and neither do we believe that & program should be so
bland as to be acceptable to all competing views. The way oui is to have
multiple programs.” Additional arguments given in support of maltiple
programs included the following: No one knows the best way to prepare
students for a teaching role. In fact, many people are stimulated by and
comnitted to ideas of preparing prospective teachers in particular and
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different ways. Commitment on the part of faculty and students to a
program would increase to the degree that the faculty could design, con-
trol admissions, and operate the program on their own terms and to the
extent that the students could choose to select the program.

To administer the number of options available to students, to screen
proposals for new programs, and to consider termination of unsuccessful
ones, the School established a Teacher Preparation Council. This group,
composed of ten faculty members appointed by the Dean, passes judgment
upon proposed programs emanating from interested teams of faculty amd
graduate students., In general, prograums are approved if they meet the
following guidelines adjudged by the Council /17:*

"l. The proposed program or component should have an ex-

pPlicit and thoughtful rationale. The rationale should

include:

a. An explanation of the goals of the proposed pro-
gram in terms of teachers, learners, schools and
the wider society schools serve. (4n explicit
goal of combating-racism must be included here.)

b. An explanation of how the various components of
the proposed programs are designed to reach the
goals and how they relate to one another.

Cc. A reasoned explanation of the learning theory
implicit in the program.

d. An explicit statement of the terms in which the
success of the program is to be assessed.

2. A major component of any program should be in the clinical

area and should involve working with other learners of other

ages. We do not intend that these other learners necessarily

be children nor do we intend that the clinical component be

necessarily designed in conformity with current student

teaching or internship practices.

3. A major component of the program must be designed to

help students develop both the capacity and inclination for

reflective analysis. By this we mean essentially the ability

to learn from one's experience, It implies learning of a

second order -- an ability to reflect not only upon one's

own behavior but about the assumptions upon which one's

behavior is based,"

* Figures in square brackets refer to Annex I "References".

i
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As an unnunbered afterthought, the statement includes the following
postscript: “Iq[Ehe proposq£7will also explicitly define how Massachu-
setts certification requirements will be met.ﬂﬁi?

To encourage faculty and graduate students to submit proposals for
an array of programs, the Teacher Preparation Program Council(TPPC)
abolished all existing School of Education requirements, thus removing
constraints from the thinking of faculty and graduate students as they
defined new alternatives. A second step to encourage creativity on the
part of program planners was taken by making arrangements with the
Massachusetts State Education Commissioner concerning certification of
students completing the University of Massachusetts program. In effect,
it was agreed that if the TPPC were to attest that the graduates of the
progran had met the State certification requirements, then the students
would be certified. Both of these steps, the elimination of school re-
quirements and the establishment of an accommodation with the State Cer-
tificatior Director, led to the approval of more than twenty new pro-
grams during the several months after the progran was inaugurated. Brief
descriptions of some of the programs are included here.

a. Urban Teacher Education DiopTamn}

This program is geared toward "developing teachers who will have
political sophistication to the degree they can become reform strategists
in the schools and systems in which they teach."[37 Students intern in
inter-racial settings in Brooklyn, Pasadena, Philadelphia and in Spring-
field, Massachusetts. Students in this program are encouraged to develop
relationships with students in and out of school by living in school
neighborhoods. The off-campus experience 1is followed up by a period of
evaluation semipars on campus designed to identify the student's
strengths and weaknesses and to provide additional training in needed
skills.

b. Off-Campus Teacher Education Progran

This program offers students a chance to do their intern-teaching
in the type of school of the student's choice = no matter where the
school is iocated. The Off-Campus Teacher Education Program offers the
opportunity for students to work in schools with distinctive progranms,
such as differentiated staffing,K upen education, international schools
in Europe, schools catering to special populations, e.g. American Indians,
deaf children, schools working with the integrated-day concept. Stu-
dents who have participated in the field aspect of the program are ex-
pected on their return to campus to help in-coming students prepare for
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the student teaching role in these remote sites. Since alrost ©0% of the
students in the School of Education live in Massachusetts, one important
goal of this program is that of "deprovincializing" the prospective
teachers.,

c. Explorations

This progranm invites students to take a full academic year to pur-
sue their own interests in their own ways with the support and counsel
of three co-directors. Student activities in this program include stu-
dent teaching in public schools, staffing alternative schools, traveling
around the world, auditing courses at the University, and many others.

d. QOpen Education

The University Laboratory School, Mark's Meadow, is the site of a
t2acher education program dedicated to the concepts of open education.
Students are involved in this program over a three-year period with roles
explicitly defined from gradual to total involvement in the school's
classrooms. There is a strong emphasis here on child development through
a case study approach. The Mark's Meadow School is adjacent to the
Scnool of Education, but administratively it is part of the Amherst Pub-
lic School system.

e, Education in Community Services

This program recruits students from a variety of fields all of which
contribute to community services: law enforcement, mental health work,
comnunity agencies, etc. and works to develop in these persons a greater
sensitivity to their own educative roles and how they relate to others'
educative roles and to the broader community.

This program assumes that "education is the legitimate realm of a
wide range of institutions, and staff members of all social institutions
could be more effective if they developed greater sensitivity to their
own educative roles"£47. Students in this program work closely with a
University program coordinator in several school locations within Massa-
chusetts. By involving themselves in meetings of compnunity groups, with
the work of community agencies, and with the schools, shudents are able
to contribute to weekly seminars in a way that enrichcs their perspec-
tives of how the functions of all social institutions can be enhanced
through cooperation and understanding.
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f. Integrated—Dgx,Teacher Education Program

Following the precept of Britain's Plowden Report that "the c¢hild
is the agent of his own learning," this teacher education program in-~
volves students in a full-time commitment over & year's time to worklng
in schools with the integrated-day plan. These students normally take
courses at the University in professional education as well.

Other programs that were operational during our visit to Amherst
jncluded onme in international education - providing cross cultural ex-
periences designed to prepare elementary and secondary teachers to inter-
nationalize education in the United States - and a progranm designed to
explore alternative possible futures for society. There is no question
that the range of choices open to students in the School of Education at
the University of Massachusetts is varied and provocative.

One problem that became apparent within the School of Education as
the nultiple programs were established was the need to establish some
components to service all of the programs. As the number of programs in-
creased and as the number of faculty within each program diminished, it
became unlikely that the staff of a given program could teach with appro-
priate authority all the skills that the students or faculty felt were
necessary. To meet one aspect of this problem, a component called
"Methods Potpourri" was established. This sub-program is composed of ten
or twelve different modules aimed at teaching students techniques in the
teaching of reading, arithmetic, science, classroom management, and the
like. With the help of their program advisors, students can elect to
sample from the offerings in the course in a way that best suits their
purposes.

Examples of the "Methods Potpourri" modules available to students
during the semester we visited Amherst included the follow1ng£57

" - Organizing for Reading: Course included introduction

to reading materials, use of class reading time, planning

reading lessons, developing reading activities, and grouping

for instruction.

- Developing Mathematical Thinking: Whether you "loved" or

"hated" mathematics when you were in elementary schools, you

probably want your future students to both achieve at and

find enjoyment in mathematics. Activities have been designed

to develop within you the ability to think mathematically

through the use of discovery-oriented gquestioning and/or

manipulation of materials.
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- Conputer Programming for Elementary Teachers: The rationale

for studying programming is based on the assumption that many

unclear mathematical concepts can be clarified if students

have to articulate their thoughts on the subjects by writing

and revising programs designed to "teach" computers.

- Helping Children with Expressive Writing: Students will

develop ways of helping children with writing in the belief

that writing is as important as reading and should be taught

simultaneously with reading.

- Workshop in Elementary Music Skills: An investigation into

the process and content of music in the elementary school and

how music may be taught as a separate or integratedisubject."

Similar courses were offered in art methods, problems in classroom
relationships, social studies, and in elementary science curricula.
Other components can be added to the program under the aegis of the TFPC
to service needs that arise unexpectedly and that are common to several
pPrograms.

There are, of course, & number of serious problems associated with
multiple programs such as the one described at the University of Massa-
chusetts. A professor and a few graduate students might propose a new
program that reflects their particular views and experiences. In a few
months, the pProfessor may not be available to continue the offering of
thte program, in spite of the assurances he gave to the TPPC at the time
the proposal was approved.

Furthermore, there is considerable difficulty in assessing the
quality of the different programs. At this writing, the only measure
that is definitive and universally monitored is that of student enrol-
ments. Once a program is approved, it is left to the faculty of that
program to recruit students. If they fail or if students who register
for the program subsequently drop out, then almost surely the Program
will not be continued. But evaluation, other than by market demand, does
not at present represent a serious effort by the faculty or administra-
tion. Several faculties at the University of Massachusetts School of
Education are concerned by what they see as inattention to standards and
quality.

In spite of tIse problems, however, the offering of multiple pro-
grams in a single institution is an increasing trend in the teacher edu-
cation scene in the United States. Most notably, Indiana University and
University of California at Los Angeles have adopted programs in many
ways similar to those at the University of lMassachusetts. Since there is
so little agreement about what is appropriate in teacher education, and
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since conventional modes of justification such as appealing to experts
or even to empirical bases are considered suspect, it is likely that this
trend will continue for some time in the United States.

B, Teaching for Competencies

A second development in teacher education we have chosen to high-
light in this report is having a profound influence throughout the United
States: the competency-based approach to teacher education(CBIE), also
called performance-based teacher education(PBIE). While of course the
igsues involved are quite complex and to an extent unexamined, the ideas
advanced by the advocates of competency-based teacher education have &
logic to them that is as compelling as it is beguiling. Teacher educa-
tors are urged to identify the effects that teachers should have on stu-
dents. Then it is necessary to identify the teaching competencies that
will facilitate the generation of the desired effects in students.

To give scme estimate of the momentum this movement has generated in
the United States, the American Association of Colleges of Teacher Educa-
tion(AACTE) conducted in 1972 a survey of 1,250 institutions asking which
were operating, investigating and/or planning competency-based programs.
Of the 783 respondents, a 63% return, 17% said they were operating com-
petency-based programs, 29% said they were not, and a large number (54%)
said they were in some stage of investigating the possibility.[§7

It seems quite clear that the antecedents of the current movement
include & concern for efficiency that is found throughout the American
social system, as documented quite well by Callahan/7/and as outlined in
Section I of this report. Performance-based teacher education also has
been advanced by the accomplishments in individua}ization of instruction
nade by psychologists during World War II as research and development was
carried out to improve the training of gunners, bombardiers, pilots, and
other military technnicians.

It is quite evident that once a goal is well-defined, and it is
judged suitable for all students within a class or group, and each stu-
dent is assumed to be at a different stage in his acquisition of this
goal, tlen each student must be treated differently if the training is to
ve effective. First and foremost, flexible time limits must be estab-

lished for students to accomplish the goals, Not everyone will be able
to reach the goal simultaneously. Some may have acquired the objective
of the course prior to the commencement of instruction. Others may take
days, others weeks and sometimes months to attain the objective. Second,




several alternative approaches to teaching for the objective must be in-
corporated into the program to allow for diverse learning styles brought
to the group by the various learners. Third, as students progress at
different rates through the program, provision must be made to re-group
students to take into account spurts in learning that may accelerate some
students beyond their peers who started out at similar points.

Almost all of these strategies are found in the rhetoric and the
planning of the developers of competency-based teacher education Prograns.
Most of these programs make use of preassessment exercises to place stu-
dents appropriately in the program. The majority of programs do not
place ctrict time constraints on students. They progress "at their own
rate" through the learning activities to which they are assigmned. While
in some instituticns, this procedure has severely taxed the registrars'
necd for a definite grade at the end of sixteen weeks, in most cases 3
arrangeients have been made to defer grades uatil the student has com-
pleted nis work at a satisfactory level regardless of how much time it
may take., The flexible time requirement idea is further advanced by the
use of "mastery exercises" that students can complete to show their ac-
complishments. Such a procedure allows a student to take the mastery
exercise a number of times if he fails to meet the established criterion
on an initial attempt. The central components of any well-designed
competency-based progran are grounded in an effort to improve the effi-
ciency of instruction by taking into accouat systematically the individual
differences of students as they are engaged in the acquisition of specific,
pre-defined objectives.

0f course, at the heart of the matter is the quality and userulness
of the objectives to which the individualized program is addressed.

Cooper et al suggest that the competencies required of teachers can be
classified as those dealing with (a) knowledge, (b) performance, and (c)
consequences./87

Knowledge competeucies {irst of all include "knowledge of subject
matter." Teachers must have a firm grasp of the subject matter they are
intending to teach. In addition, teacher educators might specify that
teachers know the cetegories of Bloom's taxonomy; that they can describe
various learning theories and how they apply to specific situations; or
that they can define the attributes of effective classroom management
Procedures,

Performance competencies are those that define operations that A
teacher might demonstrate in a real classroom cr in a simulated situation.
Can they operate a movie Projector? Can they implement the Taba teaching
strategies? Can they ask higher-level questions in the classrooms?
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Students can demonstrate their attainment of these and similar prescribed
behaviors by acting them out in peer teaching situations; by employing
the behaviors in a micro-teaching format that is recorded by a video-
tape camera for later analysis; or by Performing then in student teach-
ing assignmenys.

Consequence competencies are those that are reflected in the accon~
plishments of the teacher's pupils. Teachers are asked to demonstrate
that they can effectively bring a group of youngsters up to a specified
level of proficiency in reciting the multiplication facts. They are
asked to show that they are able to teach pupils how to use an atlas in
specific ways within a given range of accuracy. In these tasks, teachers
are not limited to the methods they use; the acid test is whether or not
the objectives which they have been assigned are met as determined by
the behaviors of their pupils.

For the most part, the competency-based approach is utilized in the
core of experiences most often termed "methods courses". Generally,
those courses are dropped as the competency-based program is introduced.
In their place are substituted lists of objectives that a student is to
pursue according to his own time-table. Faculty members are available
to help students on a one-to-one basis as they undertake the suggested
activities which lead to the attainment of the objective. In one mid-
western uii ersity, a large room is set aside for faculty and students
to meet. Students wait patiently as though they were patients in a
physician's reception room until a professor is free to discuss the work.
Once a student senses that he has acquired the objective, he can then
visit an examination room. This facility is usually staffed by a clerk
who upor inquiry selects the appropriate examination corresponding to
the objective pursued by the student. The student takes the examinatiaon
to a seat in the room ard privately completes the examination. The clerk
then grades the paper. (Almost always, the competencies in this program
are assessed by objective multiple-choice tests or f£ill-in-the-blank
items.) The clerk then prepares a computer punch card upon which is en-
tered the student's name, the date, the form of the examination taken,
the competency that was assessed, and the student's score. Once a week
the accumulated computer cards are fed into a computer. The print-out,
addressed to students and professors, indicates to both which objectiv’
have been met during the Previous week and which ones are most approp:.ate
for attack next. If a student were clever enough, he might complets all
of the objectives in one week. However, it would be very unusual for a
gtudent to finish so quickly. One program we visited had over sixty
objectives with more than half of them specifically required of students.
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Certainly it would take more than a week for an accomplished teacher
merely to take that many achievement tests.

To further illustrate the kinds of performances required of students
in competency-based programs in the United States, we have compiled the
following list. The behaviors included in the list may not be represen-
tative of all of those found in current programs; nevertheless, in our
view, they do suggest the general spirit of the most popular programs.

+««s+ to be able to change tasks in class, modifying planned

pupil tasks to fit readiness level of individuals./97

«ss to be able to motivate pupil's attending behaviors, pro-

viding variety, pleasure, decision, concern and respect,

challenge, advanced organizers, successful trialsuﬁld7

«ee to be able to explain subject matter to pupils, inter-

preting terms, meanings, and motives in language that readily

. communicates to the pupils./117
%15 " ... to be able to acknowledge pupil contributions by res-

ponding to answers and suggestions./127

«+s» to bring relevant psychological principles to bear in

confronting problems of deviant behavior./1%7

«++ to be able to operate audio-visual equipment, including

set{ing-up, running, repairing, automated instructional

equipment./147

ees identify in his own written reports on children's

benavicr and the reports of others those portions which are

inferences or evaluations./157

.++ describe the characteristics of a small number of broad

categories of teacher behaviors in classrooms, and the probable

intentions of teachers at the time they exhibit each type of
behavior./167

s+ When told to produce an example of one of the three cate-

gories of teacher behavior (management or administrative,

personal or social, instructicnal or "teaching"), the student
will be able to observe a short segment of interaction between

a teacher and & pupil, and when the presentation is inter-

rupted, will produce an example of the requested behavior in

either written or oral form./177

«ss Write and justify the appropriateness of statements con-’

cerning the affective outcomes of lessons and curricula./187

«e« translate lesson plans for specified children and subject

materials into teaching strategies./19/
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Another characteristic of the competency-based teacher education
movement is the micro-teaching unit. Students in these programs are
asked to engage in peer teaching or in instructing small groups of pupils
for a brief period of time. Beforehand, students are told that treir
teaching will be rated on several specific competencies, such as asking
higher-level questions, providing appropriate reinforcement, being en-
thusiastic, and many others. In some programs, the technigues teachers
make use of are not examined as much as the learning that takes place in
the "students" participating in the micro-teaching. For example, if the
objective of the session were to teach children the gquadratic formul& so
that all of them could at the end of the lesson write it down from memory,
then the teacher will be deemed a success to the extent his students are
able to reproduce the formula after the teaching session. It is rare,
however, for a program to examine solely the results of teaching; almost
all make use of both the processes and the outcome measures. Students
who are rated low for their performances in the micro-teaching experi-
ences have ample opportunity for re-teaching to demonstrate that they
have improved. ,

Once a student has completed all of the required competencies a
the level deemed appropriate by the faculty, he then enters thc last
phase of his program - student teaching. Almost always, the student
teaching experience is not different from that found in any of the other
programs we visited. A student is assigned to a teacher for a period of
time, and that teacher provides criticism to guide the intern's develop-
ment. Some competency-based programs meke an effort to apprise the co-
operating teachers of the various objectives to which their students
have been trained. It was not clear to us how effective this effort was
in changing the perceptions and practices of cooperating teachers.

There is probably no other educational development in the United
States that has elicited so much harsh and hostile criticism during the
past ten years as has the competency-based teacher education movement.
Several of these reactions are discussed in the following paragraphs.

The central attack, and the one that at the same time angers and
dismays most advocates of competency-based teacher education, is that
the approach is "inhumane." There are at least two explanations for the
strong attack on competency-based approaches by "humenists" - the first
basic and the second almost trivial. Most self-styled humanists part
ways with those who are interested in the competency-based programs on
the issue of the metaphor used to describe the basic purposes of educa-
tion. The competency-based teacher education advocates tend to use an
industrial metaphor. They speak of concepts such as input and output,
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the creation of products, and so on. Humanists are repelled by such a
conception of the educational process. lMost of the latter favor a "erowth
and development" metaphor whicn leads to the planning of educationali pro-
crams by the identification of experiences that students will undergo.

The humanists believe that from experiences that can be called "educa-
tive", many different worthwhile ends can emerge - on the whole unpredic-
table by either tune teacher or the pupil. Theiefore, there is little

roon in education, as defined by this group, for prespecified goals. /

Many humanists see the imposition of goals upon students as counter
to the best interests of teachers or students. Their position is
buttressed by the inability of the advocates of competency-based teacher
education to provide empirical support for the goals that they impose on
tneir students. For instance, as far as is kndwn, there is no evidence
that knowing the categories found in Bloom's taxonomy contributes to the
efriciency of the teacher's performance, even when measured on the grounds
advocated by the adherents to the competency-based approach. (Needless
tc say, the humanists would probably reject the evidence if it did exist
since they deny that success in inposging goals onto students, and then
deronstrating that the students acquired those goals, is relevant to being
a good teacher.) Therefore, it is the basic premise of the competency
approach - that the identification of instructional goals is the initial
step in the process - to which huranists take issue.

A seccnd and perhaps minor matter that contributes to the "inhumane"
irmage that seems to cling to the advocates oI the conpetency-based teacher
programs is the conmputer. Computerization of inforration i3 seen by many
pecple in the United States as a threat to vheir privacy. As universi-
ties utilize corputers to facilitate grading, registrations, and communi-
cations within the bureaucratic organizations, the effects are seen as
de-humanizing the ggf%re edu.ative process. PYeople in general and stu-
dents in particular are averse to being treated as a number,

There are rany distressing examples highlighted in popular media
that attest to how lives have been ruined, or at least inconvenienced, by
conputer error that probably would have been avoided by a person-to-person
contact. Because of the tremendous need to keep track of the independent
progress made by students as they wend their way through the various
tracks of a competency-based program, several institutions have instituted
computer programs to meet this need. (In one institution the computer
program is referred to, perhaps unfortunately, as a "surveillance system.")
Associating conpetency~based teacher education with the use of computers
has apparently emboldered the opponents of vhis movement to tag it with
an "inhumane" label.
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In preparing this report, we visited the University of Houston to
observe their coupetency-based progranm. It was during our visit to this
site that we becarme aware of the dismay of competency-based teacher edu~
cators over the huranists' attack on their efforts. Again and again we
were told by the Houston faculty, "My job is not to focus on competen-
cies; it's to focus on people." It was our judgment that indeed the
Houston teacher education was as much "concern-based teacher educatiorn"
as it was "competency-based." Several attributes of the Houston progran
seered to temper what might indeed be an inhumane approach to students.
First, students are genrerally working in schools every day of the week.
The opportunity to work in schools with teachers and pupils apparently
enhances the feelings of involvement on the part of students in this
program, Second, students are normally assigned to a team of professors
for the duration of their training program. Over a two-year period, warm
and personal relationships are developed through the redium of personal
and informal contacts between students and professors. Third, a factor
that may contributé to a more congenial atmosphere from both the students
and the faculty's vantage point is an apparent agreement on the part of
all concerned about what is considered important in teaching. There ap-
pears to be a sharing of technical vocabulary and a consensus about pro-
gram priorities that pervades the Houston effort and that suggests a
unity of concerns &anong faculty and students that is quite unusual in
most teacher education programs. Borrowing in the main the ideas ad-
vanced several years ago at the Stanford University teacher education
programs, the brofessors and students at Houston use the terns "set in-
duction", "indirect teaching", "non-verbal communication", "divergent
questioning", and others with a precision and with a frequency that may
in fact be reassuring to all involved. Fourth, the professors at Houston
gave the impression to us of being deeply committed to the success of the
progran. To an extent that seemed somewhat to concern the college ad-
rinistrators, the faculty at Houston spend & great deal of time with
their undergraduate students in schools holding informal conferences,
reviewing video tapes of their teacnings, and sitting in on conferences
between the students and their cooperating teachers. Again, such commit-
ment appears conducive to the establishment of & supportive climate for
everyone involved in the programe.

A final characteristic of the Houston program that can be reflected
in a number of other competency-based programs in the United States &nd
that may ameliorate the potential for inhumaneness is the following.
While the advocates of competency-based programs have argued that objec-~
tives must be stated with high-order specificity, almost none of the
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objectives we reviewed at Houston or that we found in the literature

meet the criteria outlined by therﬂ£207Almost all of them omit that as-~
rect of thé objective that delineates the performance standard a student
must meet to provide evidence of acquisition of the competency. It ap-
peared to be the practice to review the performance displayed by a stu-
dent as evidence of his competency in a certain area and to adjudge it 'a
success. Often, in a private conference, students are told of their
weaknesses and informed of ways to improve the performance, but it seemed
to us to be a rare occasion that would result in a student's failing.

As a matter of fact, there is apparently no sharp difference in the fail-
ure rate at Houston now that a compctency-based approach is used through-
out the College compared to failure rates several years ago. (This is
not the case in a nunmber of other locations; at other institutions the
number of students entering the program and not completing the require-
ments has risen dramatically.)

Our observations gave credence to the claim made by the faculty at
Houston that a competency-based teacher education program is not incom-
patible with humene treatment of students. There remain, nevertheless,
profound disagreements within the teacher education profession in the
United States about the appropriate metaphors that are suitable for des-
cribing the educational process.

C. ZPromoting Self-Development

A school of thought about teacher education that is struggling to
survive the current impetus toward competency-based teacher education is
that exemplified by the work of Arthur Combs at the University of Florida.
Combs and his many talented colleagues are working in a teacher education
program which stresses the importance of the "self" of the teacher. This
program, termed "humanistic" by its advocates, is philosophically rooted
in the progressive education movement of the 1930's. Overshadowed during
World War II by an urgency to mobilize all American institutions (inclu-
ding schools) to win the war, the progressive point of view is now re-
gaining visibility and respectability because in part of its new base in
Phenomenological psychology, because -of world-wide acceptance of its
assumptions centering on the primacy of the iudividual, and because of
the empirical support researchers have been &ble to accrue. Combs ob-
jects most in the competency-based approach to the ready acceptance of
the "industry" metaphor in education. He argues that if industries were
organized to benefit the worker, then industry itself would reject




"systems" approaches. In his eyes, teaching is & "helping profession".
As such, the client occupies the central position ir. the interaction be-
tween the helper and the client. It is the client who knows what he is
feeling, what he would like to know, what his goals are, and what mean-
ings certain experiences provide for him.

More explicitly, the teacher education program at the University
of Florida is based on the following principles./217

- "People do only what they would rather do. That is,

people behave according to choices they make from among

alternatives they see available to them at the moment.

- Iearning has two aspects: (a) acquiring new information

and (b) discovering the personal meaning of that information.

- It is more appropriate for people to learn a few concepts

rather than many facts.

- lIearning is much more efficient if the learner first

feels & need to know that which is to be learned.

~ No one specific item of information amd no specific skill

is essential for effective teaching.

- People learn more easily and rapidly if they help make

the important decisions about their learning.

- People learn and grow more qujickly if they aren't

afraid to make mistakes.

- Qbjectivity is not a valuable asset for a teacher.

What is needed instead is concern for students.

- Teachers teach the way ‘they have been taught--not the

way they have been taught to teach.

- Pressure on students produces negative behaviors

such as cheating, avoidance, fearfulness, etc.

- Teachers are more effective as their mental health im-

proves thus freeing creativity, self-motivation, and con-

cern for others."

Students entering into this innovative program participate in three
distinct program components - the seminar, the substantive panel, and the
field experience. )

The most distinctive aspects of the program are found mainly in the
seminars. A group of thirty students is assigned to a single professor
for the duration of the two-year sequence of professional education., The
students range from beginners to those who are Jjust about to graduate.
As students complete the program, replacements are added to the group.
The thirty students are divided into two sub=groups for discussion pur-
poses. The discussion groups meet two hours a week - often in informal
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settings such as faculty homes or in students' rooms. T¢ enhance group
cohesiveness, all thirty students also meet together once a veek and
pather together informally on other occasions during the term. The semi-
nar is the place where, through discussion and exsaoration, the students
discover the personal meaning of the learnings and experiences they are
acquirin~ in other phases of the program. Individual records are main-
tained on each student in th- seminar. The records include diaries kept
by the students describing their experiences and activities in the pro-
gram and evaluations of their progress by members of the teacher educa-
tion faculty. The instructor of the seminar also distributes a weekly
newsletter.

While seminar instructors vary in their approaches, all attempt to
focus the students on their own self-development. Some use "standard"
exercises that are derivative from the "human potential” movement.
Examples include role-playing exercises and group problem-solving tasks.
Students are asked to take strong positions on various issues and share
with others their understandings of the origins of their beliefs. Other
instructors do not introduce such procedures but merely invite students
to share their experiences., As topics are introduced in this informal
setting, the instructors engage students in a search for personal meanings.

A second component of the University of Florida program is the sub-~
stantive panel. This panel is made up of faculty members who usually
teach methods, curriculum, and foundation courses. Instead of convening
classes, however, panel members prepare and distribute a list of learning
activities that students are to conmplete. Included in the list are some
activities required of all students, but & large number are optional, and
students are encouraged to propose their own activities if they feel a
substitute is desirable. The first required activity is to attend an
orientation session in which the entire package of activities for a given
area is introduced. (The areas included science, mathematics, socisl
studies, reading, language arts, sociological foundations, psychological
foundations and curriculum.)

_In the literature describing the Florida program and in the materials
the students receive, the activities are at times listed under the rubric
of competencies. Examples of competencies in the social studies list in-
clude the following/227:

"e To differentiate among at least three major social

science disciplines:

a. the essence of each discipline (or a definition of

the discipline);

3
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the major concepts and generalizations;
the processes used for discovering and building

knowledge within each discipline;
d. examples of materials and involving teaching activi-

Ce

ties t¢ use with children.
- To locate, svaluate, and develop skills in using broad
range of media and activities to promote children's

learning in the social studies.
To recognize the variety and range of the skills per-
p teacher competence

tinent to the social studies; to develo

for helping chilcren to gain these skills.

- To develop, describe and evaiuate social studies programs

for children in elementary school years.
To recognize personal-social and intergroup problems
and to assist in the

children face in their everyday lives
use of the cognitive and affective processes in problem

solving situations.
- To demonstrate that a student can plan and carry out a

group study with children using inguiry or problem solving
processes.”
In the social studies area, students must acquire all six of the

They are provided with an array of suggestions for

competencies listed.
The activities include atten-

fulfilling the conpetency requirements.
dance at a series of laboratory sessions, reading a collection of books

and writing reaction papers addressed to the intent of the competency

statement, developing an instructional. package on & social studies con-

e of a commercial social studies program, and par-
and investigation of a problem.
the activities found in the

apd those included are ad-

cept, writing a critigu
ticipating with peers in the selection
(This list is included to convey a sense of
social studies package; there are many more,
dressed to several of the competencies 1listed above.)
Students are expected to do extra work ("beyond the minimum") in

three subject areas under the purview of the substantive panel. In those
three areas, selected by the student, panel members prescribe additional

work assignments from which students cen select the ones they wish to

Pursue.
The package of activities in the program directed toward the area
the use of the word "vompetency". In this collec-

of curriculwn eschew:
with the opportunity

tion, eight activities are required of the student,
to choose from sixteen.[?57 All students are asked to complete six speci-

fied activities; no choice is permitted here. However, they may select
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the two remaining needed to fulfill the requirement by electing them
from seven others delineated by the instructor. The culminating activity
for the curriculum area is a conference with the instructor to discuss
the student's work., In carrying out the assignments, students have a
number of other choices to make., A student may de fewer assignments,

but expect the professor to tmploy higher standards in judging the accep-
tability of the work. Another alternative available to a student is to
carry out some independent work under the professor's supervision re~
sulting in at least three "substantial" term papers.

Student progress in the areas directed by the substantive panel is
carefully recorded on appropriate forms and filed with the seninar leader.
It is the responsibility of the seminar instructor to help students under-
stand the progress they are making and the strengths and weaknesses they
are demonstrating as they advance through the teacher education program.

A third component of the Florida teacher education program is the
field experience to which students are assigned. Field experience is a
continuous part of the program, with students actively engaged in sone
responsible roles in schools during each quarter of the program. Stu-
dents are assigned to explicitly defined roles in the field depending on
their maturity and previous experience. The role definitions are meant
to serve as guidelines for studerts and instructors and not as narrow
prescriptions. Nonetheless, they do provide those involved irn 5ze pro-
gram, students, cooperating teachers, and others, with expectancies to
guide their work. The levels of involvement include the following/247:

= Tutor: £s the initial point of entry, students are expected

to belp children on a one-to-one basis; to become familiar

with classroom procedures; and to develop positive relation-

ships with one or more children, Students in this phase of

their school experiences are not to make lesson plans.

~ Teacher-in:itiate: The second experience asks students to

help children one-to-one; help the teacher with classroon

chores; help supervise small groups according to the teacher's

Plans; and to improve human relations skills. Again, students

at this level are not expected to prepare lesson plans,

- Teacher-assistent: At this level, the student is expected

to carry out those tasks suggested under the teacher-initiate

heading and alsoc to evaluate the work of children and to plan

and implement lessons delivered to small groups of children,

The student is also asked to participate in the evaluation of

his work in these ef orts,

o
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- Teacher-Associate: In this assignment, the student plans and
implements a sequential series of lessons to classroom size

groups of children. One central thrust of this assignment is

for the student to develop a positive and productive class-

roon climate.

- Intensive Teaching: In this final stage of the field exper-
iences, the student is expected to take on the role of the

teacher in all of its aspects. These expectations include
attending faculty meetings and holding parent-teacher conferences.
As found in the other segments of the program, the evaluation of
the students' progress in field experiences is recorded on appropriate
forms and filed with the seminar leader. These evaluations are collated
with others generated by the students' efforts and used in the seminars
to help students perceive more@accurately the progress they are making.

Phe teacher education program at the University of Florida is
characterized by systematic and continuous evaluation procedures. Defi-
ciencies noted upon the student's entrance to the program are taken into
account in program planning. Midway through the program, the data collec-
te1 by the seminar leader in the form of judgments formulated by members
of the substantive panel anG by supervisors of the field experiences are
considered when making plans for the future. A final evaluation takes
place just prior to graduation. At this time, the student's entire pro-
gress is reviewed, taking into account all the evidence available.
Sharing in the evaluation are the seminar leader, several members of the
substantive panel, and the student himself. On the basis of this evalua-
tion, final recommendations are written which may or nay not lead to cer-
tification, recommendation for employment, and/or graduation. In the
evaluation process, the grading symbols 4, B, C, D, E are not used. If
a student's work is judged to be less than sdequate, instead of indica-
ting so by the assignment of a low grade thus closing the matter off from
further study, the student is asked to repeat the assignment until high
quality results are produced.

The principal aspect of the Florida program that sets it aside from
others found in the United States is the attempt to help students find
personal meaning in their experiences through the medium of the seminars.
The procedures used to help students acquire a sense of their own be-
liefs, apprising of the feelings and purposes uf others, and a developing
concern for self-renewal through self-initiated learnings are difficult
to describe and even more difficult to evaluate. Nevertheless, the im-

portance of these qualities is continually stressed. As Combs puts it,
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"We can't set aside the laws of learning because it is inconvenient to
take them into account."

D. Cooperating with the Field

Cooperative Education, a movement that was initiated in the United
States approximately seventy years ago, is based on at least two obser-
vations/247:

"l. Every profession has many facets which cannot be taught

in the classroom. These facets can be learned only
through direct on-the-job experiences with professionals
already successful in the field.

2. lost students find it necessary to work on a part-tinme
basis and during vacation periods to earn the money to
pay for their education. In almost every case, these
part-time jobs have no relationship to the student's
ultimate career choice, and therefore do not contribute
to the professional education of the student,."

Educators working in the cooperative education programs attempt to
formulate programs based on these observations. The phrase "cooperative
education” has been used to characterize these programs since they re-
flect the cooperation of agencies outside the university in assisting
educators on campus to plan and implement programs of inter-related con-
tent and experiences. A key aspect of the cooperative Program is the
Placement of students in field assignments that (1) are related to the
student's career objectives and (2) are remunerative financially.[257
This last point needs special emphasis. While the rhetoric of higher
education has for many years highlighted opportunities for all Americans
to enter into professional careers, the fact is that there is a stern
financial test blocking the door to most professions. The Cooperative
Education movement is dedicated to the idea that higher education should
not be an avenue only for the wealthy, and it provides access to the pro-~
fessions for the lower npiddle classes in the United States.,

Advocates of the cooperative program in education contend that it
represents a program bvased on a reality that is often missing in other
types of programs.£267 First there is the reality of exposure to the
pressures found in schools over a period of time; issues come and go and
many professors locked in campus offices fail to account for them in their
teaching. Students working in the schools in various positions confront
them in a timely manner and the "curriculum" of the program necessarily




is kept relevant by its cooperative nature.
A second realism factor that students meet early in their profession-

al lives is the inequality and inequity of pay rates across the economy.
Students learn first-hand that salaries vary with the supply and demand
in a particular field. Pfospective kindergarter teachers, competing
against a surplus of workers available for jobs below the certified
teacher level, may face different kinds of opportunities and different
levels of remuneration than others working in some areas of science,
nathematics, or computer science. This repeated first-hand experience
with the world of employers affords students a chance to change their
career plans early enough in their college program So as not to waste
their time and resources.

We chose to visit Northeastern University in Boston, Massachusetts
to learn more about cooperative education. All cooperative programs
leading to the bachelor's degree at Northeastern University are five
years in length. The student receives the same academic content for his
degree as the regular four-year student receives in a conventionmal pro-
grar. The work experience of the cooperative progran is added to the
acadenric content without replacing any of it.

As a rule, upon entering the program, students confer with specially-
trained coordinators to identify the kinds of cooperative assignments that
would best tuit their needs. Approximately 35 per cent of the education
students majoring in "non-science" areas and 20 per cent of the science
majors are placed with public school systems in paid positions prior to
practice teaching in senior yeaxr. The students on these job assignments
serve as teacher aides and perform such duties as assisting regular teach-
ers, supervising remedial and other special study groups, and monitoring
lunch rooms and recreational periods. It is felt that such experiences
give students more substantial backgrounds in the field of education than
nornally provided by just the practice teaching period.

It has been the trend for initial placements in the program to be
with non-school but in people-oriented work. Examples of the non-education
placements include: clerical worker, librarian's assistant, teller in a
bank, prison guerd, rehabilitation aide, laboratory technician, museum
worker, and many others.£277 There are efforts to place students within
the program to provide for progressive increases in the responsibility
required of the student in the assignment he receives each year, and also
to provide opportunities for students to make some choices about the
assignments they elect.

s,
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The school year of twelve months is divided for administrative pur-
puses into four quarters. Freshmen attend classes on campus for the
first three quarters and then take a three-month vacation -- the only
vacation available to students during the remainder of their college
career. Students return as sophomores to work for a three-month period,
return to class for three months, and accept another work assignment for
three meuths. The sophomore year closes with a second three-month sessim
on campus in classes. This pattern is repeated during the middle ye&ax
(the third year) and the junior year.

In the last year of a program, student teaching at Northeastern
University is carried out in a pattern that is quite traditional in the
United States. A student is assigned to a master teacher in & school
system for a specified period of time. The cooperating teacher is res~
ponsible for assisting the student in his development as a professional.
Academic credit is assigned to this work (unlike the cooperative work
assignments). The student does not receive pay fou his efforts in stu-
dent teaching and frequently must pay a tuition charge to the University.

As educational movements come and go across the educational scene in
the United States, the Cooperative Education movement cremains distinctive
because of its distinguished history. The cooperative education idea was
first developed at the University of Cincinnati in 1906. Now the move-
ment has spread through quite a number of institutions including Drexel
Institute, University of Detroit, Antioch College, Georgia Institute of
Technology, University of Tconessee, University of South Florida, and
many others. In 1962, a National Commission for Cooperative Education
was formed for the purpose of expanding cooperative education in the
United States. In spite of its rich past, however, cooperative education
is for the most part overlooked in the current teacher education research
literature -- an undeserved fate, and, in the view of the authors of this
report, to the detriment of the teacher education enterprise.

E. The "Traditional" Teacher Education Program

To place the trends and innovations included in this report in some
perspective,; a traditional program in the United States is described in
the following paragraphs. Of course, there is no such thing as a typical
program, Nonetheless, the qualities of teacher education programs,
especially at large prestigious universities, seem to have sufficient
commonalities to be discussed in a general way.




The programs at the larger universities seem to offer the following
experiences. First, students are enrolled in courses dealing with the
philosophy of education and with theories of learning. These courses are
generally followed by a field experience in schools. During this initial
field assignment, students rarely undertake major responsibilities. They
might observe, prepare materials, grade papers, or tutor one or two child-
ren who are falling behind. Once this initial experience is completed,
students elect the required methods courses. The number of courses re-
quired in this category varies considerably. Almost all programs require
a methods course in reading and in mathematics. Others might require a
methods course in science, or language arts, or music, or art, or in all
of these areas. After finishing these requirements, students then enter
practice teaching. Almost always, students are issigned to a single co-
operating teacher for a period from six to sixteen weeks,

As far as we could deternine, there are empirical bases for the
differences in the length of the student-teacu.ng period. The differ-
ences are apparently due to tradition, convenience, and public school
rreferences. During the internship period, student teachers are usually
supervised by graduate assisvants an average of three times. Concurrent-
ly, sexinars are held on campus with the graduate assistants as seminar
leaders to share problems and perceptions.

The primary characteristic of these programs is that they lack clari-
ty and distinctiveness. Very few of them have explicit assumptions or
definitive goals that guide the faculty who teach in them. The program
can be seen as an entity pPossessing ever-changing components. Instructors
are invited to teach in the program to £ill out - full teaching assign-
nent. Almost exclusively, professors at large and prestigious universi-
ties are hired because of their particular interests or skills in con-
ducting or directing research projects. It is rarely the case that a va-
cancy in a faculty is used primarily to meet the instructional needs of
undergraduate programs.

Scholars at these universities might accept an assignment to instruct
undergraduates for a semester or two, snd when a research grant is re-
ceived, the assignment will be passed along to an individual whose re-
search grant has just ended. There are very few efforts to orient nsw-
comers to the —urposes of the program or the assumptions upon which the
program is bs d. Rather, it is generally assumed that the scholar will
do his best, that his best while different from persons who have taught
before him, is nonetheless useful. Students pass from course to course,
hearing diverse views, and usually detecting overlap in lectures and
assignments. Because of the large numbers of students in these programs,




and the very few resources allocated to teacher education at the major
research-oriented universities, very rarely do students have the oppor-
tunity to sort out the bewildering ideologies they confront by meeting
individually with faculty members, or even in small groups.

A second notable quality of traditional programs is the segmentation
of the program. Subject matter content is taught in one course while
subject matter methods are introduced in another. The opportunities to
practice the methods covered in the curriculum are supervised in yet
another course. Within this sequence, it *; possible for & student to
meet several points of view, some diametrically opposed, as he passes
through the vrogran.

Associated with the segmentation is the apparent conviction that the
closer one gets to "practice" as an instructor and the further he is re-
moved from "cortent", the more pedestrian his work becomes. In institu-
tions which reward scholarly work with raises, promotions, and eventually
tenure, most ambitious faculty shy away from practice courses. It is not
uncommon to find all the practice courses taught by transient graduate
students who are supporting their stvi.cs by accepting this task. Adding
to the problem, it is possible that the graduate students are not even
majoring in teacher education, but rather in other fields such as psycho-
logy, administration, or philosophy. It is very unlikely that graduate
students are aware of the methods stressed in the methods courses or even
the views of cooperating teachers in local schools. They are rarely in-

volved in the program long enough to find out, even when they are interes-
ted.

A third factor that is quite common to traditional programs is the
division of methods instruction into curricular areas. Courses are taught
in math methods, reading methods, science methods, etc. (The apparent
need for such content-related experiences was apparently felt in the in-
novative programs we observed leading for inst&8nce to the "Methods Pot-
pourri' arrangement at the University of Massachusetts.) With professors
only on rare occasions sharing their views on methods with ome another,
it is possible for a student to learn how to teach mathematics using a
token reinforcement system, to learn how to teach reading through a
diagunosis-remediation cycle, and to teach language arts in an open class-~
room organization.

What clearly differentiates the training of young men and women at
these institutions is the quality of the liberal education they receive.
Unlike the normal schools of thirty years ago, and to an extent unlike
the institutions that have not yet been able to attract large numbers of
leading scholars, the large pPrestigious universities have many top ranking
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researchers on their faculties who in turn attract the most able graduate
assistants. While scholarship alone is not a guarantee of excellent
teaching, it is a fact that as professors are dealing with profound issues
in their own work, they tend to pass on their eicitement and fervor to
their students -- even in large lectures. The prestige of a university
also attracts Lright undergraduates., While student openings do exist in
some mediocre institucions of higher learning, the conpetition for admis-
sion to the prestigious universities is keen. As a result, the hidden
curriculum found in all schools and colleges —- the after class discuss-
ions, the dormitory exchanges, and otier similar interactions are en-
riched by the very quality of those taking part. All of these influences
seem to contribute to the high quality of the total educational experience
at prestigious universities.

Employment figures suggest that gracuates of the highly prestigious
universities seem to have a better chance of securing an initial position
than their counterparts who are graduating from pPrograms that are more
rational, more orgenized, and more carefully staffed with persons dedica-
ted to teacher education per s¢. Whether this is the case because prin-
cipals and other prospective employers are impressed with the irherent
intelligence of these graduates or for some other reason is difficult to
determine.

For all of the disarray, such programs have their defenders. First,
large prestigious universities tend to attract very able high school grad-
vates. In addition, the calibre of the graduate students is likely to be
very high., Thus, while direct interest in undergraduate programs might
be missing, the programs are Probably conducted by the brightest scholars
in the United States. Also, it is ve-y likely the case that the teacher
education graduates of these institutions have received the best liberal
education in classical terms that is available in the United States today.

Despite the sometimes casual nature of the preparation program, the
young and inexperienced aspirsnts who enter this program are frequently
transformed into accomplished professionals. The seening paradox is
probably attributable to the selection factors; but it is a paradox de-
serving of more intensive examination.

F. Reexamining In-service Education

The primary focus of this study has been on the pre-service patterns
found in the United States. In this secticn some noteworthy trends in
in-service education are described.
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With the expansion of public schools almost at a standstill in the
United States, and with fewer new teachers entering the profession than
was the case in the 190's, teacher educators are shifting their efforts
toward in-service education. Generally the same ideological issues that
characterize the pre-service level are reflected in in-service teacher
education. Some teacher educators strive to assist teachers to grow and
develop by instructing them in well-defined skills., Others promote inde-
pendence and confidence in the teacher through programs that are often
more therapeutic than overtly educative in the conventional sense., In the
following paragraphs these two approaches are elaborated.

a., Skill-Building Approaches

The research and development centers in the United States (Federally
funded) that focus on teacher education have tended to accept the "skills"
orientation, Most notable in this area is the Far West Laboratory for
Educational Research and Development in San Francisco. One approach of
this laboratory has been the development of minicourses. Authors of mini-
courses identify concrete, practical skills that teachers can acquire
directly through practice and immediate feedback. Teachers enrolled in
minicourses watch a filmed demonstration of the skills, practice using
then by teaching a short lesson to a small number of students, and video-
tape their performance for purposes of evaluation. The Far West laboratory
leadership claims that this immediate and objective feedback, enabling
teachers to make needed corrections on their own, has proved effective/287.
(It should be noted that minicourses are deemed appropriate also for use
in pre-service education).

Micicourse I of the Far West Laboratory is designed to improve the
questioning techniques of teacherq‘297. The first sequence instructs
teachers to ask a question, to pause at least five seconds, and then to
call upon & student for a response. Teachers are urged to be accepting of
student responses and to call upon both volunteers and non-volunteers to
keep students alert. The second sequence in the minicourse demonstrates
how teachers can ask Questions that require longer pupil responses.
Teachers are shown how to ask questions that require students to use higher
cognitive processes, and how to redirect the same gquestion to a number of
different students to decrease the amount of teacher participation and in-
crease pupil involvement in the discussion. A third sequence in this mipi-
course is designed to improve the "probing" techniques of teachers. Teach-
ers are shown how to prompt students, how to clarify students' views, and
how to refocus student responses. The final sequence demonstrates teacher
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behaviors that might impede the flow of discussion in a class., Such be-
haviors as repeating the questions and/or repeating students answers are
demonstrated to illustrate the deleterious effects they have on the pat-
tern of discussion in the classroom.

A second minicourse focuses on the development of children's oral
language skills. The first sequence introduces the skills that expand
language and thought. The second sequence demonstrates how teachers can
model new language bPatterns, elicit the use of language on the part of
children, and provide specific praise for proper use of language, The
final sequences of the minicourse apply these skills in teaching specific
language skills: positional language in context and in conjunction with
objects; language for classifying and describing objects; and language for
describing and identifying action/30/7.

Other available minicourses include those dealing with individuali-
zing instruction in mathematics, orgunizing independent learning, and
asking higher level questions. The first of these courses helps the ele-
mentary school teacher manage instruction on an individual basis. It out-
lines btutoring techniques to improve math skills through diagnosis, demon-
stration, and evaluation. The second helps teachers in primary schools
to learn a set of organizational principles that make it possible for them
to work with a small group of children for 15 to 30 minutes, while the re-
maining students carry on independent activities. The last in this set
trains teachers in the intermediate grades to ask questions thai lead stu-
dents to make inferences, solve problems, and develop predictions.

One distinctive characteristic of these Far West Laboratory approaches,
in contrast with the pre-service programs described in this report, is the
emphasis placed on new technologies -- most notably video~tape. The pre-
service programs are notable, in fact, for the absence of computers, tele-
vision, and even film. This emphasis on technology in the development of
the Far West Lab materials does have a serious limitation, however. The
minicourses are expensive. It could cost a school district $1,575 to pur-
chase the films associated with Minicourse I and more than $200 to rent
the films for a Six-week DPeriod. Since it might be possible to identify
up to 200 "skills" that are important to teachers, such an approach is
costly and only committed individuals with higher-than-average available
resources are likely to invest funds in this approach.

A second approach to skill-building has focused more on the develop-
ment of appropriate understandings on the part of teachers than on per-
formance skills such as those emphasized at the Far West Laboratory. The
National Center for Improvement of Educational Systems of the U.S. Office
of Education has invested funds in materials that assist teachers in
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developing, understandings about learning[3I7. Sucn understandings are
taught through the use of cognitive materials prepared by this project
which describe segments of behavior categorized for the purpose of teach-
ing (a) concepts and principles used in interpreting children's vehavior,
(b) knowledgze about knowledge, and (c) self-understanding. The behaviors
displayed in the protocol materials are illustrated by episodes that exem—
plify the concept that is being portrayed. The behaviors are presented

to teachers through various media -- print, visual, and/or audio-visual.

For example, students are shown film clips of teachers properly "re-
inforcing" a student's response. They are also shown film clips wherein
the teacher's response is not appropriate. Often, the developers insert
"cues" in the film to prompt the viewers to observe examples of reinforce-
ment., Similar materials are used in an assessment mode without the cues.
Viewers are asked in this instance to view the film c¢clip and to identify
instances in which reinforcement took place or instances in which it might
appropriately have taken place. )

The concepts exemplified in the materials developed by this project
meet two criteriaj; they are critical to instruction, and they contain an
element of universality such that the materials developed will be useful
at several different levels of instruction. Pilot projects to test the
feasibility of this approach were funded initially in 1971. The following
partial list demonstrates the range of areas that are being studie@£527.

- Protocol Materials in Reading --
Bucknell University
- Protocol Materials in Iearner Outcomes --
Oregon State System of Higher Education
- Protocol Materials in Oral ILanguage Development -~
Ohio State University
- Protocol Materials in Model ILearning, Respondent ILearning,
Reinforcement, Operant lLearning, and Shaping =--
Michigan State University
- Protocol Materials in Teaching Concepts, Teaching Inter-
preting, and Teaching Particulars -- Washington University
- Protocol Materials in Relationships Between Iearning
Behavior and Conceptual Demands of Subject --
Harvard University
~ Protocol Materials in Cognitive and Affective Inter-
action and Classroom Management --
Indiana University
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A third type of skill-building, in-service activity prominent in the
United States is associated with particular curriculum packages and/or
programs. For example, Science Research Associates, & publishing company,
distributés an early reading program called DISTAR. School systems that
adopt this particular program may also contract for in-service education
services from the publisher. Since it is often the case that DISTAR ma-
terials are used primarily by poor children within & district, and feder-
al funds therefore are earmarked for certain programs in these districts,
supplemental funds to purchase in-service training services are available.
The publishers, Science Research Associates in this particular case, in
turn employ psychologists, teacher educators, and others familiar with the
program to train the teachers in special workshops.

The training is usually intense and systematic since the success of
the materials is directly related to the degree to which the teachers im-
plement the procedures precisely as intended by the authors. The DISTAF
program carefully prescribes how children are to be diagnosed, how teach-
ers are to deal with errors made by children during a lesson, and what re-
medial actions should be employed. Schools may commission, in addition
to the training services, consultants who will assess the extent to which
teachers are implementing the procedures correctly.

The basic assumption of such an effort is thet teacher= %o not teach
mathematics, English, science, or reading independently of cvailable ma-
terials. Rather they teach these subjects using certain programs which
have been selected from among many Possibi. programs. The best way to
assist teachers, say the advocates of this approach, is to help them mas-
ter the program they are going to teazh. Programs with well-defined and
often narrow goals are best suited tTc such an approach,

b. Teacher Development Approach

A particular strategy, called the Advisory, designed to individualize
in-service education is being attempted in various parts of the United
States. This approach entails expert consultants working with individual
teachers to provide whatever assistance seems necessary. The Advisory
provides help to teachers only if the help is requested; it addresses it-
self solely to the expressed needs and interests of individual teachers;
and it usually provides assistance in the teacher's own classroom and not
in seminars, meetings, or on college campuses., The key to the Advisory
approach, obviously, is the special relationship that is established
between the teacher and the advisor/33/.




Advisory services are made available to teachers through a number of
different administrative arrangementqé§47. Almost exclusively at fifst,
advisories were funded through U.S. Government initiatives. Two separate
projects in the "Follow Through" program (a federal effort to support the
education of poor children in the early years of compulsory education, so
narnied because it followed "Head Start", a special preschool educational
progran for the pcor) made extensive use of advisories. In California,
the High/Scope follow Through Project used advisors as a way of installing
new curricula and instructional methods. In a program sponsored by the
Education Development Center in the Boston area, the advisory process was
the central intervention under study. In both of these instances, how-
ever, persons acting in the advisory role were in fact supported by the
Federal Government.

In other sections of the country, advisory services are delivered by
persons employed directly by the school system. For example, Lillian
Weber has developed such an arrangement in the New York City Public Schools.
Advisory services have also been made available through graduate training
effo~%58, At the University of Illinois, Bernard Spodek has worked with
craduate students who were assigned advisory roles in elementary schools
in the State. The University of North Dakota's Center for Teaching and
Learning also offers opportunities for students to work in advisory roles.

In still another mode, professionals present themselves to schnrcul
systems as "free-lance" advisors making their services available on a con-
tractual basis. Devaney reports that such "outside advisors do not have
to work as hard 23 resource teachers to keep independent of school admin-
istrators, and they are less likel; to have their perceptions skewed by
the personal relationships within a schoolﬁ[§S7. She points out, however,
that {ree-lance advisors may have difficulty understanding in sufficient
depth the ongoing problerms in the school.

In a study of the teachers' perceptions of what a person does in the
advisory role, the following kinds of behaviors were among those identi-
fieq£567: The advisor brings materials to class, helps work with children,
nelps in making materials, shows how to work with children, determines
teacher's needs, points out next steps, gives reinforcement and praise,
boosts morale, provides literature, explicates principles, asks questions
to stimulate thought, helps the teacher become aware of her own progress,
and encourages new priorities in values. Of course, the ways a particular
Advisory works with a given teacher varies widely. Some examples of pro-
cedures as described by teachers are included herq£377:




“"She'll come in the room -- look around -- and maybe discuss
things with re for a few minutes. Then she'll sit down and
work with some children, and she'll talk in a very loud voice
so T can hear without having to stop what I'm doing. I
liverally learned how to talk and work with children in new
ways listening to her."

"(The Advisor) ... goes in and starts fiddling around with
something and have a group of kids interested -- and I wouldn't
know enough to start fiddling around it in the first place. I
feel he can add something that I can't to my classroom.”

"Oh, yes, they come right in the room and work -- and when
they're there, they usually do something I wouldn't have
thought of -~ and I try to jot it down so I can remember to
do it later."

The Advisory approach is based on the assumption that the best way
to bring about change in teachers in-service is through the establishment
of close, long-teir, and supportive relationships. Initial reports sug-
gest the assumption is warranted, and that advisors are effective.

G. Developing Teacher Centers

Whether a particular program of in-service education is established
to convey skills to practitioners, or whether it is intended to promote
autonomy and a sense of growth, it is very likely in the early 1970's to
be housed in a facility called a "teacher education center". Centers
have proliferated in the United States over the past seven or eight years.
At present, they exhibit many different patterns and serve several differ=-
ent objectives.

The first centers to become widely recognized in the United States
were those that were established as transition agencies between pre-service
and in-service education. Teacher educators on university campuses tried
to avoid the usual pattern of merely assigning their students to teachers
in the field more-or-less haphazardly. Rather, they established long-
term arrsngements with public schools by developing teacher education cen-
ters. Student teachers were assigned to centers that served a cluster of
nearby schools., The public school system and the University shared in the
support of center personnel, who organized and implemented both the pre-
service and the in-service activities within the center. The initial in-
service training efforts were directed at improving the supervisory skills
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of the cooperating teachers (those who wors~d with student teachers) so
that they would become more effective themselvel as teacher educators.

One of the first such arrangements was estab.ished jointly by the
Montgomery County (Maryland) Public Schools and the University of Mary-
land. The goals of this program included /387:

" - to0 cooperatively design, implement, and evaluave model

teacher education programs.

- to integrate theory with practice, the on-campus with

the off-campus, and the pre~service with the in-service.

- to articulate the theoretical education faculty (college)

vwith the clinical teacher education faculty (school) in such

ways that they work together in teams at the same time, in

the same place on common imnstructional and supervisory problems.

- to bring together pre-service and in-service teacher educa~-

tion into one contiuuing program,

-~ to individualize professional development -- for the pre-
professionals as well as for the practicing professionals.
- to develop a "corps¥ of asssociates in teacher education.”

The key to the success of such a center is the ability of the center
coordinator. His role is "to bring together in creative ways the person-
nel and material resources of the school system and the college in ways
that will produce effective laboratcry experience programs for the univer-
sity students assigned to the center and reality-oriented in-service pro-
gramns for the teachers"z§97. As the University established a number of
centers in cooperation with several different school systems, the success
of the plan varied with the characteristics of the persons who were em-
pPloyed in the coordinator role. During the first years of the centers at
Maryland, it seemed that the center coordinators were the only persons who
were able to grasp the entire picture of the pre~service to in-service
continuum. Professors and practicing teachers contributed to the program
in fragmented ways, with these individuals contributing a day here or an
hour there in a fashion orche:’rated by the coordinators., Since the co=~
ordinators were generally persons without doctorates and without the ac-
companying status, they often were unable to influence either the public
school officials or those in the university to change programs or atti-
tudes. However, as the years pass, there are signs that this situaticn
is improving. Staff from both the university and the public schools &re
becoming more sanguine about the impact of the centers.

More recently, American educators, particularly practicing teachers,
became aware of the British teacher centers. They were impressed with how
the British centers seem to have been established to meet local needs as
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determined by teachers themselves. As a result, a large number of cen=
ters -- for teachers and by teachers -- have been established throughout
the United States. In late 1972, a survey was undertaken by the editors

of Scholastic Teacher to identify teacher centers in the United Stateq£4d7.
Approximately 80 centers were listed in this survey, and they were located
in almost every one of the fifty states.

Activities sponsored by centers created in this mode include estab-
lishing lending libraries of curriculum materials; offering workshops;
providing work areas in which teachers can develop and share curriculum
ideas; making available advisory services, holding discussions among
parents, teachers, students and any others interested in the qducative
process; arranging for speakers to attend PTA meetings and faculty assem-
blies; and publishing occasional papers dealing with current thought in
American education. Centers find financial support from & number of
sources: foundation grants, funds from the U.S. Government, support from
the public schools, monies provided by various institutions in exchange
for services, and from modest tuition fees charged to students.

The National Education Association, the largest organized group of
teachers in the United States, is launching a program of NEA-sponsored
teacher centers by establishing ten initially in widely scattered parts
of the country. The NEA, as indicated in Section I, intends to increase
its influence in teacher education activities.

One teacher center is described briefly here to illustrate the
breadtn of activities offered by these institutions. The Greater Boston
Teachers Center effects arrangements with schools, museums, shops, and
studios in the Boston area to make facilities available to teachers after
school hcuqu#I7. The staff of the Center arranges for groups of teachers
from meny different school systems, both public and private, to meet in
classes covering such topics as Room Arrangement for Various Activities;
Building Furniture and Apparatus from Tri-wallj; Music, Dance and Drama;
Mathematics Materials for Elementary Grades; Environmental Studies; Human
Values in the Classroom; Woodworking in the Classroon; Teaching Black His-
tory in Boston, and many others. Persons staffing these courses comé from
a variety of backgrounds including education, the arts, museum work, and
other allied fields., The classes offered by the Center are on occasion
recognized by teacher training institutions in the area, enabling students
to receive graduate credit for work undertaken under the aegis of the Cen-
ter. The courses are usually open tou parents, admirnisuvrators, teachers,
graduate students and others interested in education.

The establishment of teacher centers -= for teachers and by teachers
-= is just beginning to flourish in the United States, and it is as yet
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too early to determine just what form they will take or what effects they
will have upon teachers, upon teaching, and upon graduate education over
the next several decades,

III. IMPLICATIONS FOR POLICY ANALYSIS

Before outlining policy issues that seem to be suggested by this
study of emerging teacher education trends in the United States, a brief
sunmary of these trends aund the social and political context in wnich
they are embedded are offered to review the setting for the range of de-
cisions that will or should be considered in the American teacher educa-
tion enterprise in the remaining years of this decade.

A. The Social and Political Context

++. American teacher education is moving in many directions
at once. The prospective teacher, and presumably the pros-
pective employer, has a wider range of choices in programs

. leading to teacher certification, even at a single institu-
tion. Diversity in ideology and in program design is the
keynote.

«ee There is growing concern about and investment in continu-~
ing education of teachers. "Teacher centers" represent one
significant trend in inservice teacher education.

-++ Governmental agencies are gradually becoming more influ~
ential in modifying teacher education programs, primarily
because of management and planning techniques that are being
established at universities and in the public schools under
governmental pressure. This pressure is from legislatures,
executive departments, and ~- to & degree -=- from the courts.

«+o Although there is no clear, single direction apparent in
teacher education for the 1970's, performance-~-based teacher
education programs represent by far the most visible distinctive
development of the decade.

.+« The scientific base for teacher education and for education
in public schools is primitive, but there is a growing desire
in many quarters to base practices on the results of scientific
findings, and attempts are being made to develop programs on




the basis of research -- perhaps to a degree unwarranted by
the present state of scholarship in the field.

... There is a tendency to move teacher preparation programs,
both preservice and inservice, away from the canpus and out
to sites in public school districts.

... There is considerable effort to establish objectives of
teacher education programs, partly as an aid in decision-making
about support to be accorded these programs, and partly as an
evaluation tool to judge their success.

... Teacher organizations are gradually becoming more influ-
ential in the design of teacher education programs as teacher
gro1.ps grow in size and assertivenzss.

... Within the governmental sphere, there is a drift of power
from Washington to the individual states. The states have
always been primary in education. Federal initiatives became
strong only in the 1950's and 1960's, But the trends of the
past decade or two are reversing.

... State governments are increasing their influence over
teacher education, both by targeted budgetary decisions and
by modifications in teacher certification requirements.

... There is less optimism about the tractability of sog¢ial
systems in the 1970's than there was in the 1960's. The
educational system Coes not seem to respond to governmental
initiatives a5 was hoped when legislation was passed, and as
policy directives are administered by the executive departments.

As a broad conciusion, education generally, including the teacher
education component, seems to be taken more seriously by government, by
the public, and by professionals than was the case before Sputnik T.

Until fifteen years ago, education in the United States was generally ac-
cepted as important, but to a major degree it was taken for granted.
Children went to school. Teachers were prepared. While there were prob-
lems here and there, sometimes serious ones, the system was not questioned
closely and aggressively by large numbers of people.

This condition has changed for several reasons. For one thing, poli-
tical rhetoric about equality did not seem to make people equal., Blacks
and the poor did not seem to enjoy the fruits of American Society as much
as many other groups, and, it was asserted, primary responsibility for
this state of affairs lay in our social and political policies. There
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were monumental attempts to use the schools as an instrument to advance
social justice. And there was lrter monumental disappointment with t..o
results.

While the equality aim was perhaps the strongest single theme of the
1960's in education, it followed a brief but frantic and influential per-
iod in which the schools were wobilized to improve the American defense
posture. Sputnik I produced waves of distress and ripples of reform
throughout the American educational system for the avowed purpose of
catching up with and surpassing the Soviet Union in space and defense ca-
pability. (No politica) ieader or popular commentator seems to have credi-
ted the schools with the -~ that the United States did surpass the So-~
viet Union in space accomplishments, and in a very short period of time.)
The brief flurry of attention to programs for better education of future
scientists and engineers seems to have set the stage for systematic and
continusl is. of the schools as an instrurent in advancing general
societa) * .s.

For a variety of reasons, some of which have been sketched in this
report, the emerging model of a teacher, insofar as there is any single
discernible trend in this regard in the United States, is toward the model
of teacher as efficient and skillful manager. The schools are expected
to become more business-like as well as purposeful. Efficiency, a goal
orientation, and a consciousness of costs have been emphasized. Concomi~-
tantly there is new attention to the design of sophisticated instructional
programns directed toward well-understood objectives.

The analogue to business and industry, always highly esteemed in the
American culture, is clearer today than it was twenty years ago. Educa~
tional discourse is peppered with talk about products, inputs, outputs,
and even throughputs. Flow charts are used in policy analysis and curri-
culum development as a planning device to identify critical decision
points. American educators talk of systems, costs, benefits, and account-
ability. High order rationality is pressed aggressively in the competi=~
tion for resources among the social programs, There is a continual quest
for social indicators that would enable policy-makers to establish a
series of benchmarks indicating expected and actual accomplishments.

At the same time, during the 60's, the schools alsc served as a
battle-ground for competing community groups. In one of the more dramatic
such developments (in New York City), considerable control for school
policy-making was trrnsferred to neighborhood groups and away from the
City's centralized Board of Education. The schools were used as a base
for the establishment of local political power. City politics for years
swirled around issues of "community control'.
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Events such as these have emphasized that schools and teaching are
jndeed serious business. And partly because there is greater strain in
the American social fabric than was the case twenty years ago, there is
probably more strain evidenced in schools and among teachers now. Schools
are often tension-laden institutions. General social malaise has not by-
passed educational institutions, partly, some suspect, because schools in
the 1950's and 1960's were expected to carry so much of the burden for
correcting societal ills.

Against this background, energing policy issues are far from crisp.
In education we are not dealing with a field in which there are basic and
broad agreements about fundamental principles, with the major task one of
choosing from among clearly understo 4 alternatives. Perhaps policy in
sone fields yields well to systemati: analysis of the sort introduced in
many governments in the 1960's, but the situation in education seems con-
founded by the fact that there are more than two million teachers in the
United States who have teen trained in thousands of separate teacher edu-
cation institutions. They are employed by more than 17,000 separate gov-
erning units, each unit operating hroadly within the statutory constraints
of one of fifty different states. Occasionally the federal government
takes major initiatives to modify this complex system, but with mixed and
anbiguous results.

B, Some Policy Issues

a) One policy matter that received little attention on a nationwide ba-
sis is the question of recruitment for teacher education programs. When
dollar allocations are examined, it is noted that there is an infinitesimal
jnvestment in recruitment compared to the investment in the education of
teachers. Inasmuch as teacher attitudes are modified with great difficul-
ty, a significant decision is made about the kind of individual who will
be teaching in the schools four or five years hence at the moment that in=-
dividua' is admitted to a teacher education program.

Since attitudes and values of teachers play a critical role in the
educational system, it is necessary to learn more about the attributes of
jndividuals who choose to teach. Selection criteria of a more systematic
sort than ar¢ used at present might be employed when admitting each teach-
er education student.

Alternatively, choices can be made about the particular institutions
that are to be authorized to offer teacher education programs. It is
known that different kinds of students attend different universities. The
characteristics of the students at a particular institution in terms of
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intellectual attainment, intellectual aptitude, family income, and social
class are well understood. Insofar as there is a relationship betwzen
these attributes and the qualities desired in a prospective teacher, this
policy issue can be approached more analytically.

At the outset, however, it should be recognized that the topic raises
political and social questions that are highly controversial, and perhaps
for that reason they cannot and will not be broached by teacher certifi-
cation boards and legislators. Nevertheless the issue is highlighted here
because it may well be the one that has the most profound potential for
influencing the educational system over ihe long term.

b) A second policy issue surrounds the relationship between the award

of teaching credentials or a license and the requirements of the teaching
position. At the moment in the United States, the prospective teacher is
expected to present credentials that may have little relationship to per-
formance on the job. For example, the teacher is expected to have attended
university for four years and have completed a large number of courses that
are not assumed to vear directly on teaching -- though presumably they are
valued as a part of general education. It is alleged by some critics of
teacher education programs that teacher education should be geared more
closely to Jjob requirements. The fact that it is not serves as a device

to screen out certain applicants, rather than a device to preserve stan-
dards.

Advocates of performanced-based teacher education programs point out
that PBTE directly addresses this issue. To the degree that employers and
teacher educators feel successful in delineating the skills required for
successful teaching, there likely will be related pressures to couple li-
censing directly to the acquisition of those cormpetencies. The education-
al policy ramifications require careful scrutiny, particularly because a
certain model of schooling is implied by such a move; this model should
not go unexamined.

c) The American experience of recent years suggests a policy study asso~
ciated with the demands for decision-making authority in teacher education
by different groups. In the design of teacher education programs and for-
mulation of teacher-education policy, what are appropriate roles for
elected school boards, tne public at large, the organized profession, the
various legislatures, the executive branches of government, the established
teacher education institutions, local school districts, and representatives
of business and industry? Control of teacher education is in question of
course. The competing groups are active. Inevitably decisions will be
made as a result of the interplay of political forces. The final decisions,
however, might be influenced by analysis of the practical and social
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implications of the roles suggested by and for the various parties. In
fact some experimentation might be inaugurated to study the effects of
plannéd change to test the competing approaches, possibly in combination.
d) A somewhat related policy gquestion centers on identifying the scien-
tific base for the establishment of teacher education arrangements or
practices. It would be useful background for the policy decisions that
must be made in teacher education to review in detail those elements asso-
ciated with the education of teachers that have yielded or are likely to
yield t» research. If it can be demonstrated, for example, that student
achievement is directly associated with definable teacher competencies,
then a powerful argurent exists for training teachers in the competencies
thus identified. '

It is characteristic of the current state of decision~-making in
teacher education that performance-based teacher education programs are
being instituted on a large scale without any evidence of the relationship
between specific competencies of teachers and children's achievement. The
same Statement can be made of programs for teachers based on '"humanizing"
education through "self-development" of teachers, or for programs in open
education, or for any other programs. The research is silent on the asso-
ciations between teacher abilities and children's learning.

It is not the purpose here to question the appropriateness of any
elenent in teacher education programs that is not demonstrably associated
with achievement of students. It seems perfectly reasonable that certain
attributes of teaching and teacher education programs are desirable in and
of themselves, regardless of our present knowledge of their effectiveness
in changing behavior. For exanple it is worthwhile to help the teacher
understand the history of teaching children from minority groups, or help
the teacher understand various educational philosophies. It also is de-
sirable that teachers learn to listen carefully to the thought expressed
by children, and that they becone reflective about their own actions.
These characteristics are worth emphasizing in a teacher education program
whether or not a clear relationship can be established between the attri-
butes and the achievement of children. Nevertheless it would clarify a
considerable amount of educational discourse if it were clearly understood
which practices were being advocated on the basis of replicable research
and which practices were being advocated for other reasons. 0f equal im-
portance, it would be useful to identify educational problems that seen
most likely to yield to scientific approaches, and which must be approach-
ed by understanding value preferences, political constraints, and budget-
ary limitations.




e) There is a cluster of policy questions centering around effective
strategies for educational change. During the 60's, educational change

was seen largely as a sequential series of steps starting with theory,
moving to research, followed by development -- then dissemination, diffu-
sion, and finally evaluation. It was assumed, though seldom explicitly,
that the teacher or teacher educator was a passive client awaiting the re-
sults of developmental activity undertaken by talented groups and based

on firm and incontrovertible knowledge.

It became apparent after several years that educational change did
not seem to occur the way change was assumed to occur in medicine cr agri-
culture. In the case of medicine, pharmaceutical firms engage in research
to develop new treatments for various diseases. When certain medication
is found to be effective, pharmaceutical "detail men" carry the word to
practicing physicians who try to make a match between symptoms spotted in
their diagnosing rooms and the treatment and effects described by the
pharmaceutical detail men. When Elliot Richardson was Secretary of the
Department of Health, Education and Welfare, he seemed attracted to the
analogue of the pharmaceutical detail man and c¢laimed that we needed agents
such as these in the field of education to carry the word of effective
practices to classroom teachers.

In the field of agriculture, the United States has a Qell-developed
network of extension agents who for decades have been informing farmers
about methods of plowing, planting, and cultivation that increase yield.
Agricultural practices seem to have been affected profoundly as a result.
The agricultural extension agent model, also, has seemed attractive to
educational policy makers during the 1960's, and an extensive literature
has developed around the theme of educational change agents, their respon-
sibilities and pcssible impact.

For a variety of reasons, the methods do not seem to work well when
applied to the field of education. The teacher does not seem to be inter-
ested in "yield" in gquite the same way as the farmer. Educational "treat-
ments" do not seem as reliable as therapeutic approaches in medicine.

Some observers, in retrospective analysis, point out that incentive systems
differ for teachers as compared with farmers or physicians. They point '
out, also that teachers, in effect, have considerable latitude since the
practice of one is not compared readily to the practice of another.

Whatever the reasons for the fa: ure of recent models of educational
change in teacher education or classroom teaching, there is & need to un-
derstand more fully how change has taken place and what strategies might
be utilized in the future as a basis for policy.




At the moment in the United States there are clear trends, a&s have
been indicated, toward locally-based decision~making authority. This
shift to de-centralized decisions suits America's present conservative
political mood. But, some claim, it is also a more realistic approach to
change in education. The task becomes one of fostering and enhancing lo-
cal innovation, rather than implementing what- may be an alien instruction-
al plan.

This policy issue entails discovering the optimal relationship be-
tween statewide and local decision-making in teacher education through
realistic understanding of how it is that teacher education programs can
reasonably be expected to change. There are presently a series of prac-
tices, effective or not, that have extensive historical roots. They are
built into the folkways of teacher education. New approaches that seemed
to violate the assumptions of these existing practices can be expected to
neet resistance. Analysis may identify those folkways, their strengths
and shortcomings. Change strategies based on such analysis may prove more
effective than strategies that seem to ignore the existing system.
£) A further cluster of policy issues is associated with uniformity as
against flexibility in teacher education. To what degree is it educa-
tionally and socially desirable to pandate a single program, however ef-
fective it seems, and thereby rule out competing alternatives? Sone
states are noving toward mandating PBIE programs. How desirable is this
practice within a single state, and to what degree should we seek national
standardization of teacher education programs? On the one hand, recipro-
city across the fifty states in the licensing of teachers argues for a
degree of standardization. On the other hand, our lack of knowledge of
the effects of various teacher education programs, as well as our apparent-
ly conflicting goals for the educational system, seem to argue for govern-
mental policy that preserves diversity.

As has been pointed out in the introductory section, managerial
styles that have come into broad usage in the United States seem to sug-
gest a uniformity in planning and management procedures that tend to favor
certain kinds of educational programs -- those that reflect highly detailed
predetermined objectives and carry an evaluation plan for ready assess-
ment. But it is a major question in education whether our educational
practices should be limited by the present state of our planning and as-
sessrent procedures. If there are significant outcomes of our educational
programs that do not seem to be revealed by present plamning and assess~-
rent methods, perhaps we should not rely exclusively on these methods.

Present techniques of management and evaluation tend to emphasize
proximate goals. Tangential effects, long-ternm outcomes, and questions
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of worth tend not to be examined explicitly. For example a well-engineered
instructional sequence can convey to a prospective teacher some specific
skills associlated with the teaching of reading. It may even be demon-
strable at a later date that these skills are effective in teaching read-
ing to children. But what kind of a reader is the teacher, and what

kinds of readers does she educate in the schools? Is she broadly read?

Is she reflective about the reading si.» does? Does she help instill a
desire to read as well as reading skills? These questions are rore diffi-
cult to answer than those associated with her possession of specific
skills, yet they are inmportant ones. Certain approaéhes thet are effec~
tive in building reading skills may be counterproductive if the goal is

to enhance the quantity and quality of voluntary reading.

We have a long history in the field of education of having our vari-
ous curriculun efforts devolve toward these outcomes that can be most
readily assessed. And so our educational programs tend to reflect the
exanination system in curr¢:% usage. Particularly in a period when thers
is a gradual trend toward the child becoming more active in the manage-
rent of Lis own learning, there is significant doubt about reliance on
procedures that demand high order pre-specification of proximate results.
£ Then there is the policy issue of the degree to which teacher educa-
tion prograns should be integrated into regular university activities.
While the United States does not display patterns still visible in many
European countries of free-standing teacher education institutions, thnere
are pressures toward greater autonomy for the teacher training function
within the comprekensive university. Some of those who argue for stronger
"professionalization" claim that teacher education governance should be
sizilar to the governance of education in professions like medicine or
law. In these fields, working practitioners cooperate closei&TQZ%H'pro—
fessors in the specialized fields to develop the appropriate curricula.
The general university decision-making structure is usually by-passed.
Thus all-university faculty senates seldom consider revisions in require-
ments for law or medical degrees, but they often play an active role in
modification of teacher education programs.

Some observers claim that this procedure leads to programs that are
undesirably impractical and too heavily weighted toward theory. Other
observers clain that effective teacner preparation must be based on a
rigorous general education.

In a typical four-year teacher preparation program, about one-gquarter
of the student's effort is devoted specifically to teacher preperation
courses offered within the education department. The rest consists of

.
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courses in science, language and literature, social sciences, and arts.
These requirenents are not very different from those expected of the 1lib-
eral arts graduate.

The issue of the appropriate mix of courses has been a veXing one,
and the antagonists have usually been those in education and those in the
arts and science faculties. The new entrants intc the fray are the teach-
ers speaking through their organized profession, and local school district
school administrators arguing for a greater role in the design of teacher
education Programs.

h) Finally, there are critical policy questions associated with evalua-
tion of the quality of teacher education programs. Much of the discourse
about teacher education focuses on ideology. Ideological battles are far
from trivial, yet there are policy considerations associated with stan-
dards and quality. To meet this particular issue directly, it would be
necessary to identify those elements in teacher education programs that
can be evaluated and compared regardless of ideology, and to develop ap-
propriate evaluation methods. Otherwise there is a danger that sShoddiness
will parade as diversity, and the teacher education enterprise will be
weakened appreciably.

For related purposes, summative evaluation procedures must be devel-
oped that accurately characterize the various teacher education programs.
Since it is likely that teacher education in the United States will con-
tinue to appear chaotic to many observers for several years, it is neces-
sary for the prospective student and the prospective employer to have the
m .t complete information possible to aid in decision-making about entry
into the program and recruitment of graduates.

Right now,'gchool superintendents are able to go to the University of
Houston or certain other instivutions if they want teachers who are certi-~
fied as having acquired certain specific competencies. They can go to the
University of Florida if they want teachers who have been exposed to a
"humanistic" program. But in addition to having a basis for Jjudging the
quality of these programs and others, superintendents need adequate desZ
cription of all teacher education efforts if they are to make informed
decisions. A policy question focuses on who carries the responsibility
for this description inasmuch as program developers cannot be relied upon
to provide all the evidence of significance to different audiences.

Clearly, policy issues in teacher education are basic as well as
broad. And there is not much background in the United States -- or skill
-~ in educaticnal policy analysis. . Nevertheless, it seems desirable and
in fact inevitable that policy issues will be approached more systematic-
ally in the coming years. That being the case, it is hoped that the
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issues outlined here will be examined carefully by interested parties and
that the practices and policy questions highlighted in this document will
add to informed discussion and ultimately to improved practice.
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ANNEX IT

Research and Development in Teacher Fducation: Sorme Recommendations*

Studies are needed to find methods of judging the correspondence be-
tween the needs of teachers and the in-service education they receive.
Research findings suggest, for instance, that in passing from teacher as-
Pirant to experienced professioral, students move through various stages
of development., The pre-service stage and the early years of teaching
are craracterized by a desire to do the Jjob well in the eyes of superor-
dinates. There is litile room for philosophical analysis or even reflec-
tive thinking during this phase. It is suggested by the research findings
that once a teacher feels that he is able to meet the demands of the job,
he then shows concern about the effects of his work on students. As this
stace is passed, the teacher becomes nore attentive to the functioning of
the school in society.l/

If these are reliable findings, then it may be a mistake to oiffer
identical programs to in-service and pre-service teachers, or even to all
in-service teachers. The results of the research suggest that some group~
ing; by stage of professional developrent would he beneficial. Differen-
tiated teacher education programs should be developed and studied.

Once general dispositions are identified that seem to be desirable
in teachers, studies are needed to catalog those behaviors on the teacher
educator's part that advance or impede the development of those disposi-
tions. Does grading by the teacner educator help or hinder the develop-
ment of self~-evaluatior on the part of the prospective teacher? Does the
ephasis on discussion sections which prize the sharinp of feelings reduce
the chances that teachers will become or remain readers of books and ar-
ticles dealing with teaching? Does the advocacy positions of professors
in cclleges of education for or against prevalent ideologies reduce the
likelihood that teachers will become c¢ritical thinkers when considering
issues in education? Empirical studies of these relationships are needed
to design appropriate teacher education programs.

*The authors acknowledge the major contributions of Professor Iillian
Katz to this section of the report.

1/For a review of this researcli see Frances F. Fuller, "Concerns of Teach~
ers: A Developmental Concertualization", American Educational Research
Journal’ Vol. 6, No. 2, PP. 207-226, Muireh 1%90




At the root of many of the "personal development” approacnes to
teacher education is the idea that behavior changes in teachers that do
not involve a corresponding change in beliefs and attitudes are ephemeral.
Longitudinal studies of the belief structures of individuals and how these
structures function to affect behavior and perceptions is needed to test
this assumption more rigorously. Findings from such research efforts
might suggest specific actions that teacher educators might follow both
in selecting and training teachers.

As with any institution, the school exerts powerful forces of social-
ization on any newconer. If schools are to change and develop to meet the
needs of a changing world, so too teachers must change. If the pressures
of socialization are inherently conservative, then researchers must study
those forces to understand more completely how they operate to inhibit
change. The need for research in this area is especially pronounced since
a rapidly increasing number of programs in teacher education are assigning
students to schools for a major portion of their training. It may be the
case that young students are especially vulnerable to tie socializing
forces of the public school institutions, to the detrirmexn’ of innovation
and flexibility.

Teacher educators are intent about helping their students acquire a
wide range of learnings. Some learnings are routine and rechanical, such
as those related to running equipment or to record-keeping responsibilities.
Others are subtle such as being sensitive to the pre-conceptions that stu-
dents bring to a study of .gravitation. Researchers can contribute to
teacher education planning by identifying the experiences that are best
suited for the acquisition of different types of learnings so that the
skills, cognitions, and attitudes acquired in a teacher education program
are indeed integrated and functionally related.

More analysis is required of the selection criteria for teacher edu-
cation programs and their effects. It is our belief that much of the ef-
fort that is expended in the in-service training of teachers could be di-
verted to other areas if there were more astute initial selection of
teachers. The measures currently used in selection efforts are mainly
convergent ones: How much does an aspirant know, and what problems can he
solve? It might be helpful to identify other abilities - for ins%ance re-
ceptivity to new ideas; tolerance for ambiguity; ideational fluency; and
the ability to anticipate responses of clients (students) in given situa-
tions.

Of course, what is desperately needed to advance knowledge in the
field of teacher education is the identification of some variable or set
of variables that can be accepted as indicators of effective teaching.
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The problen that has plagued the advancement of knowledge in almost all
helping professions -- counseling, psychiatry, the ministry, social work,
and teaching -~ is lack of such criteria. To identify such factors might
revolutionize the field of. teacher education.

If such factors were identified, we could better assess the influ-
ences that various elements contribute to thc Aevelopment of a teacher.
Clearly students come to teacher education with c. > tain predilections,
aptitudes, attitudes, and skills, Almost certainly they acquire addi-
tional learnings during the pre-service stage of their training. In addi-
tion, through experience and in-service programs, teachers acquire other
learnings. An interesting research, questioun focuses on the weightings
each ci these sets of factors are likely to contribute to the criterion.
Until an ultimate variable is discovered, attempts c¢oi.ld be made to as-
sess the weilghts on the more tentative measures now araiiable to us:
ratings of supervisors, ratings of pupils, judgments of 1arents, self-
ratings, and even a measure of pupil growth.

In the United States, a very few institutions have a distinctive
quality that is conveyed to most of their graduates. Bank Street College
of Education, for instance, apparently instills in its students certain
characveristics that are readily discernible. It wuuld be important to
identily such institutions to study the strengths and weaknesses such
progrars possess and to isolate those qualities that contribute to their
unique character.

Finally, we need to examine closely the assumption on the part of
many tez:her educators that learnings stemming from systematic instruction
tend to be non-enduring and dysfunctional. Whether we are teaching how
to ask higher-level questions or how to compute chi-squares, there is
evidence to demonstrate that the learnings that result are short-lived
and often misapplied once the student has left the "testing" situation.
Are there ways to make changes in the normal procedures used in systematic
instruction to diminish this disappointing outcome? Are there ways to
capitalize upon the normal bent of human beings to acquire learnings and
understandings in a natural and non-systematic fashion so that they will
also acquire the skills needed to become an effective professional?
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Suymnary

In order to assess the effects of innovations on staifing patterns
and teacher roles in the United States it was necessary first to establish
a base line by describing the "traditional school." The majority of
classrooms were depicted as graded and self-contained, functioning under
the leadership of one teacher.

Descriptions of innovations and pertinenf research literature were
reviewed to determine what types of innovations had had the most effect
or nmost promise of effect on staifing patterns and/or teacher roles. Af-
ter this determination was made, a list of sites where these kinds of in-
novations had been underway for some time was compiled and a questionnaire
sent. From these data fourteen specific cases were isolated for analysis
as being most pertinent bto the subject under investigation.

The main body of the paper reports on these fourteen innovative prac-
tices, giving attention to such things as: the rationale for adoption;
the changes which resulted in instructional strategies, teacher tasks,
and staffing patterns; changes in resources, use of instructional.techno-
logy, and building design; capital and operating costs; and evaluation.
Table 5 sumnarizes the data from the fourteen innovative case studies,
making coxparisons easier.

As analysis of the data proceeded it became apparent that the writers
were dealing with three categories orf innovations and that it was helpful
to organize the case studies in this way. Therefore, the cases are dis-
cussed vnder these headings:

(a) Differentiated Staffing: Horizontal and Vertical

(b) Technology Dependent Innovations

(c) Open ILearning Plans

Tre authors draw several conclusions, among which are:

(a) Reducing class size does not necessarily improve learning re-
sults; some goals can be achieved as well in large group situations as in
smaller ones - although not all goals,

(b) There are often less expensive ways of increasing educational ef-
fectiveness than reducing the teacher/pupil ratio.

(AR
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(c) The process of incorporating innovations into the schools tends
to bring about unexpected changes in the goals originally held by those
who are conducting the innovation.

(d) There is a tendency to hire new personnel when innovations are
jntroduced rather than to retrain existing staff.

(e) Even though not the primary goel, many program innovations are
beginning steps towards more effective staff utilization.

(f) Innovations tend to increase the pumber and complexity of in-
structional decisions of teachers.

The United States experience with innovations suggests some implica-
tions for policy affecting staff utilization. It appears that greater
productivity can be reached most expeditiously not through hiring fewer
teachers, but through efforts to make teachers more productive through
the use of non-certified staff, improved middle management concepts, and
the use of instructional technology.

,5-{,«"\
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I. DESCRIPTION OF THE TRADITIONAL SCHOOL

The majority of schools in the United States are organized on &
graded, self-contained class basis. About two school systems in ten use
some non-graded organizations. About four systems in ten use team teach-
ing in the elementary school and four in ten in the secondary school. In
the majority, however, one teacher with one group (class) of students for
one year in a separate room is the usual pattern; hence, the "self-
contained" classroom descriptor.

In the United States, schools (usually a number of elementary and
secondary ones) are administered as a unit called a school system or &
school district. Not all schools within a system necessarily use the same
organizational patterns or staffing patterns. The school system furnishes
specially trainad persomnel to provide support services to classroom teach-
ers within the school system. There has been & significant increase with-
in the last five years in the number and type of specialists employed.
Common types are: guidance counselors, psychologists, remedial reading and
math specialists, social workers, speech therapists, and the like.

Most ©f the schools are graded. This means that students are assigned
when entering school to Grade 1 whether or not they have attended nursery
school or kindergarten. The students progress from Grade 1 to Grade 2,
etc., secr.lary school ending with Grade 12. Normally, one year is spent
in each gruue. FProbably, the majority of elementary schools operate
largely on a "non-fail" or age promotion basis rather than on rigid con-
tent standards covered by examinations. Iength of the school year is
governed by the state. By far, the greatest number operate oa & nine-
month, 180-day school year. The majority have & school year composed of
two semesters. A voluntary summer session is common in school systems of
large or medium size (over 3,000 students per school district). This
means teachers are, for the most part, unemployed during three months of
the year.

A. Elementary School

The mean number of students enrolled in 1973 was 591 per schooul and
the mean number of educators (teachers and others) per school was 26.
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The mean class size ‘was 27 pupils, It is common for Ppupils to arrive at
9 o'clock and to leave at 2 o'clock for younger students and at 3 o'clock
for older ones. The students are randomly assigned; that is, the group-
ings into classes is not on IQ or achievement bases unless some very ser- -
jous problem exists in which case slightly less than half of the schools
would arrange some special grouping. The teacher who assigned his 27 pu-
pils in a self-contained classroom environment has & considerable amount
of freedom in the teaching strategies he may employ. He is restricted,
of course, by such things as the general achievement expectations, the
teaching materials available, the classroom facilities, and the attitude
of school administrators and parents. Surprisingly, there is much less
variation in teaching style from teacher to teacher than one would ex-
pect. Teachers tend to teach like the supervising teacher by whom they
were tutored and are not, probably because of system expectation.. very
experinentally inclined.

B. Secondary School

The mean number of stud2nts enrolled in 1973 was 1,264 per school and
the mean nunber of teachers per school was 63. Most secondaml teachers
teach five classes per day, comprising a total of 1%3 students. Second-
ary students commonly arrive 8t 9 o'clock and leave at % o'clock although
there are many activities scheduled in the building at other.hours, such
as club meetings, athletic events, dramatic events, etc. In schools
where many students are bussed, especially in rural areas, there are limi-
tations on extra-curricular activities because of decreased use of the
school building for an extended day. Until recently, these extra-
curricular activities supervised by teachers were considered a part of the
teachers' assignment. Lately, there has been a trend toward either redu-
cing the assignments during the regular school day for teachers so assign-
ed or paying extra for the "overtime". The school day in the secondary
school is commonly divided into six 50 minute periods. Students register
for four academic subjects which usually meet daily for recitation, lec-
tures, laboratory work, discussion, and receiving of assignments. The
te. s "academic subject" as used here would include not only subjects such
as literature, mathematics, science, and the like but also fine arts,
business education, and other vocational education courses. In addition,
students may take other courses such as physicali education, music, or art
which may not meet daily. This schedule means that the student has some
unassigned tine each day for study, library work, and the like., lMost
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teachers have one period per day for student or parent conferences, class
preparations, and the like. Because there is much freedom of choice of
curriculum, there tends to be some "natural selection" and, therefore,

the classes are not as heterogeneous as in the elementary school, especial-
1y in Grades 11 and 12.

Teachers are usually grouped into academic departments such as lan~
suage arts, foreign language, math, science, etc. The teachers at the
secondary level, even more than at the elementary level, tend uvo operate
individually in self-contained classroom units.

.

C. Staffing Patterns in Traditional Schools

We have seen that the mean class size in the elementary school is
about 27 students per teacher and that of the secondary teacher is about
the same -- about 27 students met in each of five different classes. The
National Education Association of the United States with 1,400,000 members
advocates lowering this pupil-teacher ratio on the prenmise that the result
would be higher gquality education and a work~load for teachers more comn-
mensurate with productivity and efficiency. In most industry, a lower
ratio than 27 to 1 in fact exists for managers and workers. Certainly,
it has been pointed out, the role of the teacher working with immature
persons, makes it even more critical to have an appropriate relationship
of children to adults.

Research has not clearly shown a relationship between class size and
educational results. There are many reasons for this. Several factors
contribute to the quality of education, and it is difficult to isolate the
effect of one single factor by holding all others constant. Also, there
is the problem of establishing quality standards against which the effects
of class size are to be measured. For example, one could argue that class
size has little effect if the goal is retention of factual information and
the method is lecture.

An interesting study was reported in 1971 by the Institute of Admin-
istrative Research at Teachers College, Columbia University(3)*. They
assessed with trained observers 20,000 classrooms using four criteria of
quality: individualization, interpersonal regard, group acbivity, and
creativity. The researchers found that, when measured against these in-
dicators of quality education, there was a strong relationship between the
class size and the score for that class. Quoting from the report:

sPigures in brackets refer to BibliograPhy listed at the end of this paper.




I

"Phere are three breaks at the elementary level that have reached the sig-
nificant factors -- when the class size drqps from about 25 students to
below 25; when it drops below 15 students and again when the class size
drops to less than five students.”

At the secondary level, the critical breaking points are 10 and 15
pupils per class. Teaching technigues changed as the class size changed.
Some techniques achieved one or more of the four criteria better than
others and those used in the large classes were the least effective ones.
According to the study, it appears that the most economically efficient
pupil-teacher ratio can only be established in relation to the desired
goals.

The Rand Corporation conducted a study of outstanding Michigan
schools in 1973 and found that the top Michigan schools had smaliler class
sizes, more teachers with five or more years of experience, and nore
teachers earning $11,000 or more amnnually. These results provided strong
evidence that such schools were not statistical quirks*.

D. Tasks of Teachers

The teacher's "day" as we all know, is more than the time the teacher
spends in class, face to face with students. One must, therefore, consider
how the teachers spend their "teaching" time; that is, the 70% he spends
on various teaching strategies. One must also consider time spent on
other assigned responsibilities, both professional and non-professional.

The Institute of Administrative Research study referred to above has
collected data concerning the percentage of time teachers spend in various
teaching styles of techniques. The Table 1 summarizes their findings(3).
(See next page)

Very few teachers have sufficient time during the "school day" to
handle more than the face-to-face teaching, student conferences, and the
necessary clerical and other non-professional aspects of their assignment.
Teachers in the United States have been objecting to the increase in these
non-professional chores.

After the school day is over, the teacher engages in instructional
planning, selecting or producing teaching materials, grading papers, pre-
paring examipations, parent conferencing, and from time to time in setting
objectives and curriculum planring on a broader basis than for his own

*Reported in "Report on Education Research" Washington, D.C.: Capitol
Pubs, Inc., July 4, 1975, p. 4.
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classes. The amount of time per week such activities consume depends on
many factors such as the age of pupils and subjects taught, the experience
of the teacher, school system standards and pressures, and the teacher's
own professional standards.

TABLE 1

ELEMENTARY AND SECONDARY OBSERVATIONSY
SCORED BY STYIE OF EDUCATIONAL ACTIVIT

e e T e e e e —————— et

Style Elementary Secondary
Question/Answer 0.16 0.19 -
Discussion 0.08 0.11
lecture 0.02 0.10
Small Group Work 0.06 - 0.04
Library Work 0.01 -
Individual Work 0.14 : 0.14
Demonstration 0.05 0.04
Iaboratory Work 0.0l 0.05
Test o 0.03 0.07
Movie 0.02 0.03
Television 0.01 -—
Other 0.10 0.09
Seat Work - 0.30 0.11
Rehearsal 0,01 0.01
Pupil Report 0.02 0.02

E. Summary

As has been stated the majority of classrooms in the United States
can be described as graded and self-contained, functioning under the
leadership of one teacher. This is what in this paper will be referred to
as the traditional school. .

In most schools and classrooms instructional goals include acquiring
the skills of literacy and computation; extending the ability to communi-
cate; understanding and practice of citizenship; familiarity with the arts
including experience with some form of artistic practice -- usually in
vocal or instrumental music and art; achieving an historical perspective

through the study of local, national, and world history and geography;




understanding the fundamentals of science; becoming familiar with a varie-
ty of careers and, in some cases, competent in one of them because of the
school progran.

Such a description should not imply that all classrooms classiried as
traditional are alike in organization, methodology, or interpersonal re-
lationships. Teachers are being taught how to use a variety oi instruc-
tional strategies and how to match these strategies to objectives., This
leads to more variance in the roles of teachers but it has little to do
with staffing patterns and hence with the subject of this paper. The next
section of the paper will deal witp sore innovative practices which either
change the staffing pattern of a classroom of school or have potential for
so doing. .

II. INNOVATIONS AFFECTING TEACHER TASKS

In this section we deal with innovations which appear to have an ef-
fect on teacher role and staffing patteras. Information about these 1inno-
vative activities has come from the literature, including articles in
journals and reports of research studies, through interviews with indivi-
duals associated with the various activities and through a gquestionnaire
developed for the purpose of this study. Three categories of innovations
have seemed sormewhat arbitrarily developed. In the first, we discuss
differentiated staffing and further divide that category into horizontal
differentiated staffing and vertical differentiated staffing. We then
describe several forms of technology-dependent instruction, and conclude
Part II with four examples of what we have chosen to call open learning
plans. Clearly, there is overlap amorg these categories; their primary
usefulness is that they made our job of describing more manage .nle.

A, Differentiated Staffing

Staff differentiation in the public schools of the United States is
not a new concept. The purposes and manner of implementation have under=
gone and are still undergoing change. The oldest model of differentiation
was teacher/principal/superintendent with teachers being viewed more or
less as interchangeable parts which performed like tasks for like paye.
Departmentalization by subject areas offered a degree of specialization,
but chiefly in terms of the content with which each teacher dealt. The
adding of supervisors and specialists and, in about 1948, non-certified
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staff as teacner aides and assistants represented another type of differ~
entiation. The roles were additive to the classroom teacher and did not
result, to any degree, in differentiation of roles anong teachers.

Team teaching was introduced in the mid-1950's. While affecting the
way teaching is performed, it causes only occasionally different job des-~-
criptions or pay scales for teachers. In other words, in team teaching
the differentiation is "hcrizontal" in nature -- different tasks but egqual
in value.

In the 1950's and 1960's, the National Association of Secondary School
Principals (NASSP) started a series of staff utilization studies under the
leadership of Lloyd Trump. By 190, these had developed into an innovative
strategy commonly known as the Trump Plan which promoted new ways of or-
ganizing students and teachers to accomplish the teaching/learning tasks.
The thrust was to utilize variation in size of student groups depending
on the nature of the learning task - large groups, small groups, and indg-
pendent study - accompanied by flexible scheduling (variable time allotted
per learning task). Today, NASSP is continuing its leadership in program
refinement and irplementation strategy in what is called the NASSP Model
Schools Project involving 34 schools.

The innovative programs in team teaching, chiefly at the elementary
level, and the NASSP models at the secondary level, have influenced hun-
dreds of schools and also have prepared the way for more radical experi-
mentation in staff utilization involving hierarchical or vertical differ-
entiation of teaching staffs and a departure from the single salary
schedule. The first such experiment in differentiated staffing was con-
ducted in Temple City School District, California in 1968. The U.S. Office
of Education itself has funded 24 model projects which roughly meet this
definition: "A teaching hierarchy with extensive vertical and horizontal
differentiation of roles and with job responsibilities keyed to a differ-
entiated pay scale."(11.8) Supporters of differentiated staffing see in
it possibilities of overconing some current problers in education.

(i) Teacher Role Dissatisfaction

As teachers' competency increases, bthere is no longer Jjustification
for instructional decisions being made by supervisors and adrinistraiors
further removed from the clients and little better prepared to make tThe
decisions. Teachers are demanding inclusion in instructional decision-
making. Differentiated staffing provides a mechanism for accomplishing
this.




(ii) Lack of a Career Ladder

Salary increases in the traditional school depend on years of ser-
vice and number of college credits accurmulated, not on the nature or guali-
ty ol the services performed. Teachers who wish to advance in their pro-
fession must become supervisors or administrators. Good teachers should
be able to earn as much as administrators while following a career as a
classroom teacher. It is recommended, therefore, as a means of providing
this ladder by many developing dilfferentiated models, that salaries for
some classroom teachers should be at least two times the level of the
lowest classroom teachers' salary.

(iii) Cost Effectiveness

The input/output model of eificiency is being applied to the schools
as educational costs increase. The educational establishment's answer to
quality improvement is to make the schools more labor-intensive by adding
"more of same". Staff differentiation coupled with use of para-profes-
sionals provides a possible alternative to be tested.

(iv) More Humane and Individualized Instruction

Critics say that schools dispense lock-step education geared to
niddle class students who ate print oriented and acadenically motivated.
The students of the schools, as well, are beconing more varied in their
sociél background, educational interests, and style of learning. Teachers,
too, vary as to the kind of students and content with which they are most
effective as well as finding themselves more successful with certain
teaching styles than with others.

1. Horizontal Differentiated Staffing: "3 on 2" in Hawaii

In Hawaii, our only state with a single unified school district, the
elementary schools were plagued with a double problem -- larige classes of
youngsters in contained classrooms and sreat heterogeneity caused primarily
by differing language patterns. The solution created to solve the problen
was the "3 on 2 Program". In this scheme, which is being incrementally
implemented, three teachers assume responsibility of two groups of about
32 children each. In some situations there is an element of differentia-
tion in that teachers with varying backgrounds are placed in the team of
three so as to better match students and teachers. Advocates of the plan
say that this approach is better than reducing the size of contained class-
rooms because it creates settings in which professional collegiality can
grow and be benelicial to a specific group of learners.
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fne initial capival investnent for tne "5 on & Progmrar® is not as
aign as misht be expectved because in mosy cases a sinerle wall between two
classrooms could be partially reroved in order to create a double class-
poor. Irom an existings "ess crate" buildins. Thre continuine« costs arc, ol
course, hign because ol decreased otudent/teacher ratiss. There is evi-
dence in improved sbtandardized test scores that the program is Jjustifying
its costs.

A second exarple concerns the various flexible scheduling entebpriscs
where thne overall pupil/teacher ratio renains tne same bub the ratio-
chanres significantly civen the task to be acconplished. Thevre are few
formalized expressions of this approach; there are scores of informal
ones since all teachers in some Way orlanother will vary the size of Gthe
croup with which trey are working because of the nature of the particular
learninys tasks at hand. At the secondar level, the school will often
have umaller classes in science classes, or in certain advanced math
classes and laricer ones in physical education or rusic. In the section
of vhis report which deals with differentiated staffing and later in thig
section when we will touch on tean teaching, attention is given to the
rore forral ways devised to change ratios depending on btask.

2. Horizontal Differentiasted Staffinp: Individually
Guided Education (IGE)

IGE is a conmprehensive system ol scnooling at the elementary level.

The syster includes a rodel of instructional prosrarming for individual-

sed instruction, measurement devices and evaluation procedures, cucricu-
lur materials, a metnod to bring about productive home-school relation-
ships, and a program to facilitate the adoption of IGE in the schools.
This system can be visualized as follows:

IGE is being developed by the Wisconsin Research and Development Cen-
ter for Cosnitive Iearning where xucn of the oricinal research on learn-—
ing, instruction, and individual difference continues to take place(l2).
I+ is this research that shaped the program as it is now seen in more than
65U schools in 14 states. The systen is concerned with changing the or-
ranization lfor imstruction, includins the patterns of staffing so that
instructional plannins and implerentation can occur. The IGE organiza-
tional arranrement in which the program occurs is called the mulbiunit
school.

Q
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ORGANTZATION OF MUBTIUNIT SCHOOL WITH 600 PUPILS

State Department of

Central Cffice Staff Education Consultants
Principal
Unit A Unit B Unit C Unit D

| 1l Univ Ieader 1 Unit Leader 1 Unit Jeader 1 Unit Ieader
4 Teachers 4 Teachers 4 Teachers 4 Teachers
1 Instruc- 1 Instruc- 1 Instruc- 1 Instruc-
tional Aide tional Aide tional Aide tional Aide
1 Clerical Aide 1 Clerical Aide 1 Clerical Aide ‘ 1 Clerical Aide
150 Pupils, 150 Pupils, 150 Pupils, 150 Pupils,
Age 5, 6, 7 Age 7, 8, 9 Age 8, 9, 10 Age 9, 10, 11
Source:

Copied fron Individually Guided Education and the Mulbiuit School, A
Publication of tre National Scnool Public Relations Association, washing-

ton, D.C.: The Association, 1972, p. 8.

IGE's instructional materials are designed to support the multiunit
organization. Curricular nabterials are already on the market or are being
prepared in reading, motivation, mathematics, Prereading and environmental
education. Four tasks characterize IGE curriculunm development work as it
takes place in the prepara.ion of materials or in the work of the building-
pased instructvional inrprovement committees:

- De :rrining what is reasonable for children to learn

within a given curricular area;

~ Which children need to learn what assessment tools

relatea to each curricular area;
. - Defining efflective ways of teaching the skills or
ccncepts to be learned;

- bererming ways of knowing what each child has learned*.

Initial per pupil costs [or materials are about $10.00 higher than usual.

* Curriculw theorists will recognize these four tasks as similar to those
proposed as basic to curriculum development work by Ralph W. Tyler in

Basic Princirles of Curriculum and Instruction, Chicago: University of
hicaro ess, 1950,




INSTRUCTIONAL PROGRAMMING MODEL IN IGE*

State the educational objectives to be 2ttained by the student
population of the building after a year and longer time periods
in terms of levels of achievement and other performance related
to each curriculum area and in terms of other values and action
patterns.

\

Estimate the range of objectives that may be obtainable for sub-
groups of the student population.

\“Y
r)

Assess the level of achievement, learning style and motivation
level of each student by use of criterion-referenced tests, ob~-
servation schedules and work samples with appropriate-sized sub-
groups.

{7

Set specific imstructional objectives for each child to attain

over a short period of time.
v

Plan and implement an instructicnal program suitable for each
student by varying (a) the amount of attertion” and guidance by
the teacher, (b) the amount of time Spent in interaction among
students, (c) the use of printed materials, audiovisual mater-
{als and direct experiencing of phenorena, (d) the use of space
and equipment (media), and (e) the amount of time spent by each
student in one~to-one interactions with the teacher or media,
independent study, adult- or student-led small group activities
and adult-led large group activities.

Assess students for attainment of initial objectives and for
setting the next set of instructional objectives.

1

¥

[ objectives not attained }_._t>f§.,{fﬁjeccives attained

v

Reassess the student's Implement next sequence
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1GE Las not .dentified a satisfactory procedure for relating costs
and acnieveient. Generally, the nultiunit organization is being run at
the sarve or only sllshtly hisher costs than traditional orranizations.
Evidence, based on ei, Lt years of research indicates equal or yreater
rains 1in achieverent based on standard instruients and significant gains
in such irportant cnaracteristics as learnrer self-concept; attitudes
towards peers, teacners, and other adults; scrnool morale; vandalism to

schiool property; and atlitvudes towards the cem unity.

. Horizontal Differentiated Staffing; NASSP Model Schools

A

The NASSP prosrar has several basic goals including: creating and
“roviding varied stratesies and envirorments to match individual differ-
ences arons;, learners and differences among, teachers; to more sharply de-
fine teacrer roles (as distinct from aides and others) and to cause the
principal's role to be one of participant in instructional improvement
work, leavine manacement functiocns to others; to sort out essential
learnings ror students and to reduce what is required thus allowing more
opportunities for pursuit of student's own interests; and to develop bet-
ter nmethods of evaluation.

Trw.p and Georgiades have described several characteristics of ihe
prosram:

(a) The principal spends three-fourths of his time working
directly with teachers to improve instruction ard learning.

(t) Diiferentiated staffing and other arrangerents produce
changed roles for teachers.

(i) Instruc.ion Assistants (average of 20 hours per week
per teacher) oversee pupils' independent study, etc.; Clerks (average
of 10 hours per week per teacher) keep records, etc.; General Aides
(average of 5 hours per week per teacher) perform tasks not requiring
competence in subject areas or clerical skills,

(ii) Teachers are'sqheduled an average of not rore than 10
hours per week with pupil groups (2 hours with large groups, 8 hours with
small); the balance of 20 hours, nostly on school I exises, are for
keeping, up-to-date, developing materials, evaluating, conferring and
supervising.

(iii)Most teachers serve a new role as teacher~counselor
(helpings about 35 pupils individually to plan, schedule, and change their
independent study time and collecting information about each pupil's
progress and difficulties).

(iv) Teachers work individually in offices or in groups organized
by departments or on some othgr:pasis.
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(c) Individualized learning methods erphasize notivation, continuous
progress, self-direction, individual scheduling, personalized evaluation,
and attention to personal needs and interests, while maintaining pupil

accountability.
(¢) Curriculum revision separates tasic, essential learnings frow

otLer learnings that mainly are appropriate for pupils with special talents
and interests.

(e) Improverent of teachinr and learning requires that roney and
facilities be uvilized differently.

(i) Financial input is analysed in terrs of gains (product
output) in the foregoing itens ta,' 'b,' 'c,' and 'd' (principal's role,
teaching roles, individualized learning, and curriculum revision). Im-
provements in those areas do not necessarily cost more.

(ii) Most conventional classrooums become learning centers (both
kinds: study and ﬁggg) for independent study; a few rooms are divided
for small-group meetings and for teacher oifices and workrooms; a few
spaces are needed for large-group instruction (motivational presentations).

(iii)Priorities for new construction or for purchase of supplies
and equiprmert are based on what will produce the nost pood for the most
pupils, in terws of the goals of the teaching~learning methods in the
Model.,

(£) Increased emphasis on evaluation is essential to provide feedback
for directins further improvements, and to produce confidence in the
changes. (10:109-118)

Clearly, new teacher roles are required in such a school prograf.

In some schools these roles are acquired by reducing the scheduled class
reetings per week in order to give teachers time for independent study
and the developrent of materials for pupils' continuous progress. In
others, teachers are helped to develop continuous progress naterials for
pupils to use, including adapting their crorent basic textbooks, the de-
velopment of "ruidesheets" that help students to become more independent,
and the preparation by the staff of a learning package so that they become
familiar with more sophisticated self-directing, self{-motivating, self-
pacing materials for pupils. Also, teachers are helped to improve their
methods in conventional classrooms by helping teachers to reduce the
amount of tire that they talk to the entire class (hopefully, not more
than 20%). In conventional settings, attempts are made to increase the
quantity and improve the quality of independent study periods. In these
periods, the enphasis is less on credit material and more on audio and
visual materials. In many classrooms, snstead of the conventional, and
practically useless, npecitation" or total-class discussion, classes &are
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beinr divided into ~roups for discussion purposes or for "buzz sessions".
Pupils are bein:: helped by teachers in these conventional classrooms to
learn how to discuss and to learn betiter how to relate to each other.

Trurp and Georsiades propose several new ways to use facilities and
rnoneys:

(a) Reduce overcrowdins by introducing more independent study, large-
sroup instruction (presentations), and small-sroup discussion.

(i) Renove a wall between two classrooms and substitute chairs
for school desks (arranced in semi-circular fashion to face the presenter
now stationed in the front, on the window side now covered by a curtain
or green paint); this facility housec twice as many pupils as in conven-
tional classroons.

(ii) Install two partitions in a conventional classroom to pro-
duce 5 srall-croup discussion rooms, substituting chairs in a circle for
school desks; this arrangement accommodates 50% more pupils in the same
space.

(iii)Change classrooms into study and work centers for indepen-
dent study; schedule more pupils for some supervised study and work in the
community, with appropriate arrangements for accountability.

(iv) Convert corridor, lobby, and cafeteria spaces into indepen-
dent study areas; pupils can walk through such areas while other pupils
are worxing, especially under [lexible and individualized schedule arrange-
nents,

(b) Make better use of the potential talen$s of the professional
staff:

(1) When a teacher retires or leaves, use the salary to employ
clerks, instruction assistants, and general aides.

(ii) Gradually increase the number of gqualified adults that
serve the pupils while reducing the number of certificated teachers, at
the same time increasing the time that teachers have free fron scheduled
classes of pupils,(10:118-119)

An analysis of the model plan makes clear two important points. The
basic interest is not in saving money. (The article from which the above
was quoted is titled "Doing Better With What You Have"!) Trump admits
that in the early steps of implementation, costs are frequently higher be-
cause of expenditures for such items as building remodeling. Most schools,
however, can function within the normal financial support base even though
a few do spend more for basic supplies, salaries for non-certificated sup-
port personnel, and for audio-visual materials and equipment,

Secondly, it is evident that no mention is made of hierarchies of
teachers or pay differential except between certified and non-certified




stal’'ts Some hint of long-ranre implications are inherent in the follow-
ing suggestions for analyzing the present school situation:

(a) In view of the fact that many studies now indicate that teachers
cenerally are more concerned about working conditions than about higher
salaries, how ruch work are teachers doing now that could be done by less
costly clerks?

(b) How much work are teachers doing now that could be done by part-
time instruction assistants, i.e. persons with some training in the sub-
ject field or grade level of the teacher, but not necessarily &s much
training as required for certification as a teacher? (Examples or such

persons are housewives, collsge students, and retired teachers.)
(c) what are teachers doing now for students that students could do
for themselves -- if the students had the timé, the places, and the mater-
jals for independent study? (Such an arrangement can save teacher time and
energy while giving students more exiperience in "learning by doing" and
"pesponsibility for their own learning" - both desirable educational goals.)
(d) Have tne techniques of job analysis been applied to the teaching
group in order to discover what teachers must do and what may be done more
econoinically and efficiently by less costly other persons and/or machines?
(10:119-120)

4, Vertical Differentiated Staffinr: Temple City

gCaliforniaz Hodel

The Temple City Model was built around a hierarchical staff differ-
entiation concept. Dwight Allen,"a key architect of the plan, made two
basic assumptions. F.rst, that a variety of teaching roles, based on task
analysis, would result in more effective staff utilization; and secondly,
that the career ladder concept would be an incentive to teachers to remain
in the profession and more particularly to remain in classroom teaching.
Table 2 shows the plan of differentiation which was in use in Temple City
in 1969-1971.(30:7%)(see next page)

Several problems still remain unsolved in the Temple City Model plan:

(a) Sonme teachers, especially the older ohes, feel their status and
prestige has been reduced.

(b) Difierentiated staffing did not necessarily result in differen-
tiated instruction.

(c) New teaching roles tend to be covered by adding new positions
rather than by redistributing tasks to available staff.

(d) The hierarchical structure tends to become more rigid rather than
more flexible as time goes on.




Those closely related to the Temple City work have concluded that a major
achievenent has been the active involvement of teachers in the decision=-

making process.

TABLE 2

TEMPLE CITY DIFFERENTIATED STAFFING PLAN
1969~71 (MODEL 3)

Nontenure
MASTER TEACHER
Doctorate
Nontenure or equivalent
SENIOR TEACHER
M. A.
Tenure or equivalent
STAFF TEACHER
B'A' and Calif *
fenure Credential
ASSOCIATE LEACHER
B.A. or Intern
100% teaching 1C0% teaching 5/9's stalfl 2/5' staft
responsibilities respons. teaching teaching
— TesSPONs . ILeSPONSe.
PRl lonths 10 Months 10-11 Months 12 Months
. $#6,500~9,000 $7,500-11,000 $14 ,500-17,500 #15 ,646-25 ,000
INSTRUGTIONAL AIDE II $6,600-7,500
INSTRUCTIONAL AIDE I $4,000-7,500
CLERKS $5,000-7,500

(=

5. Yertical Diiferentiated Staffing: Mesa (Arizona) Model

While the Temple Cicy Model was based on a new orsganizational pattern
or structure of staffing, the Mesa, Arizona, plan is based on & process
model from which staffing patterns can emerge. The Mesa Model is based

on these ideas:
(a) New teaching functions or roles should be based on needs assess-

ment ¢f learners.
(b) No permanent hierarchy of teacher roles should be established;

the roles should shift as student needs shift.
(c) Differential pay is of secondary importarce.

.~
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(d) ®rpracis on "output" (student resulbs) is rore important than
on "input". '

Jares Zaharis describes tie poals and objectives in this way:

General Goal: Tc cpecifically irprove pupil performance of the

[lesa Purlic Schools! pro -rai.
Pne 1iission: To develop a more {lexible and responsive staff de-
ployrent rodel.

!

‘e Desired QbLjectives

(a) A new staffin: odel which

(i) 1Is client-centered (roles are based on defined student
objectives and centered on tasks to be acconplishied from defined studert
needs);

(il) Creates a model in which roles are fluid (that can be
chan-ed in relationship to one another as the tasks change and student
needs chane);

(iii)Fosters a huranistic school ciimate conducive to learning;

) (iv) Prouotes a snift from teaching per se, to the managerent
of learning;

(v) Provides a means whereby teachers can develop a career in
teaching as in obher professions and be paid comrensurate with what they
ray earn as adrinistractors ir promoted;

(vi) Provides a criterion of teacher salary wbich -eflects res-
ponsibility and perforrance of students rather than solely time served
or units accrued.

(b) A systen of accountability is developed whereby all those res-
ponsible to the public for the education of children may be related to
the growth and developrent of the student (the client);

(i) Performance outcomes expected of students (and validated)
are deflined as baseline criteria for the schnools;

(ii) A system of contracting is developed whereby the profes-
sional s*aff is accountable for the expenditure of an agreed upon number
of resources to educate children in a specific way and which will include
personnel, time, raterials and related sub-contracted services desired.
(50:268)

The process revolves around a six-step problen~:olving model.

The Mesa Project requires school staffs to submit "pids"” to the Board
of Education for achieving specific outcomes. The "pias", or intvernal
performance contracts, relate objectives to real resources such &as stvaff,
raterials, and travel. The assumption is that if teacners are to be held
accountable, they must be able to control the resources for accomplishing

objectives.




TABLE 3 (30:280)
SIX-STEP SYSTEM PROBLEM SOLVING MODEL

System Analysis System Synthesis
1///////ﬁ\\\\\\\\ Revise as Reggirég////z;\\\‘\\\‘

4 $ - 3 e 1
1.0 2.0 4.0 4,0 .0
Identify Determine Select Implenment Determine
Problen Solution Solution Performance
(from Requirements % Stratesies Effectiveness
needs) Alternatives
Proble:n Identification Probler Resolution

Teacher pay is governed by a base commission with the provision for
increasing the baseline figure by (a) accepting responsibilities and (b)
being paid additional on the performance delivered. A hierarchy of roles
is built as student needs indicate, and the roles are termporary; that is,
the hierarchies are abolished wken the objectives are met.

6. In conclusion

Fron the two examples of vertical differentiated staffing briefly
described, it is obvious that the models vary greatly in the assunptions
and theoretical constructs upon which they are based and that this in turn
results in very different types of models. It should be understood, also,
that these described are only two of numerous models now being tested.
Fenwick English, in a recent book(30:1C4)p: ovides this comparison of three
models of differentiated staffing, the two described above and a third ore.

An evaluation of eighteen differentiated staffing programs was con-
ducted in 1971(30:343-361)covering 976 educators geographically spread
throughout the United States. Ninety-four per cent were in the United
States Office of Education (USOE) funded projects dealing with differen-
tiated staffing. An evaluation model was developed which defined the con-
cept and delineated components: Individualism (regard for self); Collegial-~
ity (interpersonal interaction); Professional Disposition or Commitments;
Work Flow Structures (decision-making, communications, etc.); Perpetuation
Structure (recruicment, employment, training and reward system); Systems
- Self-Renewal (needs assessment, philosophical bases, etc.); and accounta-
bility (monitoring achievement). The study collected some interesting
information, particularly about teacher tasks:

(a) Personnel viewed as most important and were most in agreement
with elements covered under "perpetuation structure”; collegiality was
viewed as almost as important; accountability also received high marks.




TENTATIVE OF CHARA D,
ON TEN BASIC CONTINUUMS OF PROJECT DEVELOFMENT
CONTINUY IBPLE CITY, CA SABASUTA, FLA MESA, ARTZONA
1. Hierarchy of roles fixed=-statlc semistatic fluxd-shrfti1ng~inperzanent
2. Degree of teacher- almost wholly teacher semi~teacher centered student needs form bvasis
centeredness centered for task analysis and role
development
4. Basis of role structure | analys:is of teacher tasks | analysis of teacher tasks| learning objectives for
pupirls
4, Model site (school) very little model units are interchangeable] wholly site specific
specxficity site adaptability or equated
5, salary structure fixed/hrerarcarcal and semihierarchical salary base plus (+) role
parallels admimistrative contribution during "bid"
career ladder period
o, Utrlization of output roles and role numbers not a planned partg dependent upon feedback
as fesdback U0 Cnange are not dependent upon of model but on pupirls Irom performance
wodel of DS degres of feedback (student) adaptabdble contract to .ontract
ciL05ed~-150p provisions utilization
7. Role of pupil objectives| anci. lary generalized puprl tasks dependefit upon pupil
1n model form role base objectives based on needs
assessment
8, Curriculum focus disciplined centered or same as Temple City product centered within
supject matter centered and across existing
disciplines
2, Evaluation ecriteria means centersd/incidental | means centeéred criterion and product
data gathered centered
o, Fodel priorities and éa) structural chang (a} structural (a) outcome -sntered
"myx® b} people (v) curriculums (b) people centered
%c) curriculum {c) people (c) curriculum «zntered
4; outcomes (d) outcomes {d) structural change
.
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(b) Tre plannpin ' corudclee of all el nlecrn projeees lisued as o oal
"marin- ellective wwe of available resources wignrin uvie exigivin« svoill
Strucyvure b providin ' veachers sitih adeanate non-grotessional help
Culer oals listed by 2/5 or :ore of che projec: plannicn - cou. iscce werc:

(1) wil.erertiavin. .wvooi vesponsibilivies vased on a breakdowu ol
educational and inctiruct.onal tasks,

(ii) Providinr~ each cnild with learnins: resources 2y copriate oo Lis
indiviaual neecu.
(iz21i) Relatin- Jifferentiated responsibilities to salar;- differentials.

(iv) FProvidir G continuous and relevans ln-service sralain- btased on

ives escablisied by tie sta .

irsvouetbional olje

[

cui G
(v) Zoourine toav decisions are anrlvenced oy individuals who will te
culled vpon to i*p]e :ent ilies.,
(vi) Increasinr the statrf's professional corr itrent Lo the student
(vii) Inprovi = interversoral relations skills in t-e schools.
(¢) W.e projects arrveed that trer have only bhe~un tc avvain the +eals
L0 consider ir porvanie.
(4) Expectations frou the coiiuvnity, school boaris, cte., are too
ni.n in the early stares of experinenvasicll.
(¢) It ic not known yet whetner svudents will lecarn morse under flexi-

vle sbaffins, but the indications so “ar are thai they will not learn less.
acnars who have been a part of differentiated stariing tend,to
4 7 trne rationalisy or flexivle stallin: althou-h only 49 wish
TO wOriy in a sc..ocol where there was shared lannin-s and Jireckion ol class-
ro0: instruction(sL:351-%352).

Dirferentiated stallin. does not uaranbee reater econoric efficien-
c/; in foct, it tends to be more expensive in the becinning chielly becauvse
0. staff trainine costs and the need to re¢iodel physical facilities. Also,
the vendenc; is to accownodate the new st:iffing plan to existing salaries
and staffin~

irnt pe rore cost eiffective.

- svructures rather than to surstitute i:rediately one ¢nas

B. [fechnolosy bependent .nnovations

> The use of audio-visval raterials nccurs or nay occur in all the in-
7etions previously discussed. However, they wer. not media or technoclo-
~ically dependent; c¢hav is, il the use of the audio-visual raterials was
reroved, tne inssructional systern would not lreak down. In thils secuicn,
irnovations will be discussed that are dependent on one or iore iedia or
on a vechnolosical system. The ter. "uedia" is used Lo refer bto those
cateriais and devices used in thLe processes of veachinr and/or learnin~.
The terr. "instructional technolory" is defined as a systenatic way of
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desirning, carrying out, and evaluatine the totsl process of' learnin; ana
teaching in terms of specific objectives and employing a comnbination of
huran and non-numan resources. "Process" is an essential element of
technology, but not of audio-visual raterials.

Tnere have been a f{airly large nurber of studies comparing the use
of instructional television, programmed imstruction, computer-assisted
instruction, film courses, and the like with conventional instruction.
Tne research shows fairly conclusively that, when used for suitable in-

structional tasks, there is no significant difference between conventional
and the mediated forms of instruction. If tasks of human teachers can be
differentiated so that some teachers perform some roles and others differ-
ent roles, and teacher aides still others, then it is only a small step

to the sorting out of roles that are appropriate for non human resources.
Experimentation with this type of differentiated staffing has been slower
than tne experimentation with human resources partly because of the tre-
mendous expense in the production of the ins%ructional materials. There
are also problens of teacher attitude and teacher training. In this sec-
tion, three categories ol technology-dependent instruction will be, dis-
cussed and cases cited: Intensive use of a single nmedium -- closed circuit
television and computer-assisted instruction; multi-media usage; and an
instructional system with minimal use of audio-visual,

1. Closed-Circuit Television - Washington County, Maryland

Washington County, Maryland, has completed seventeen years of contin-
uous use of classroom television. The County covers 468 square miles and
contains forty-five schools and a jumwior college. The schools are linked
by coaxial cable to form a closed-circuit television network. Six lessons
can be sent simultaneously. Many classrooms are equipped with two twenty-
one inch television sets. There is also some use of large-group viewing
of televised lessons. Such areas are equipped with several sets or with
large screens.

Televisedl lessons are used at all grade levels, although not in all
subjects. El(mentary pupil, spend as much as 13% of their classroom time
watching television lessons which vary in length from thirteen to twenty-

a five pinutes. Junior high school pupils spend almost one-third of their
time in ta2levised lessons, but high school pupils seldom spend more than
10% of their time.

The studio and classroom teachers form a team.. Both are involved in
planning the televised lessons and in the evaluation of them. They are
paid according to the same scale, and studio teachers are chosen irom the
regular County teaching staff on the basis of experience and ability.

ERIC
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The television teacher is relieved of all classroom routine, so that he
has time to plan nis lessons with care and ingenuity, develop needed in-
structional materials, and keep them up to date in a way that the class=
roon teacher cannot.

A televised lesson, however, cannot meet individual differences, soO
the classroom teacher using a teacher's guide plus his own ingenuity,
follows up the televised lessons in ways to meet the needs of the indivi-
dual students. Other audio-visual materials may be used by the classroom
teacher; for example, to follow up the conversational French taught through
television from Grades 3 to 8, there are available tapes, recordings, and
supporting visual materials. Washington County schools have a fairly ex-
tensive educational resource center to supply such items as slides, art
reproductions, tapes, records, photographs, and other instructional aiis.

Afger the introduction of television, there was a noticeable gain in
student achievement in most subjects taught. This was true regardless of
grade, subject, range of ability, or class size. The Washington County
staff does not claim that television was solely responsible for the im-
provement, but they do feel that it contributed to the overall situation
which made the achievement possible.,

Per pupil expenditures in the County including the cost of television
instruction compare favorably with those in the rest of the United States.
A report issued aftver the first five years of the experiment stated:

"The redeployment of personnel and equipment made possible by

television has produced savings which cover the annual operating

costs, and in terms of duplicating in conventional classrooms

what is now offered on television, the County's savings are sub-

stantial. Without television, the County would require more than

100 additional teachers and a budget increase of almost $1,000,C00

to duplicate the courses that have been added to the instructional

program, This is nore than three times the annual operating cost

of the television network. For example, without television, it

would cost more than $250,000 annually to provide arts and music

specialists for the elementary schools."(15:2)

The redeployment of personnel referred to is related to the large
group television viewing mode in use in juniof and senior high schools.
One example is cited:

", .. a junior high school teacher formerly taught five sections

of thirty pupils -- 150 pupils -~ every schnool day. This sanme

teacher might now have during the first period of each school
day, 120 pupils (or four sections of thirty) in an auditorium for




a larre-iroup televioion lesson. During the remainder of the

day ne might reet each of these four sections, one by one, for
classroor work. Thus, at vne end of the school day, the teacner
nas, in erfect, taught eisht sections, whereas belfore he tausht
five; and yet his work load is lighter, because he grades and
keeps records on only 120 pupils instead of 1%0. Television thus
makes this teacher tne equivalent of one and three-fifths *pre-
television' veachers."(19:19)

2. Computer-Assisted Instruction (CAI)

CAI is another prormising type of technology with which we in the
United States have been experimenting over the past decade. With the
availability of more computer programs, nore experience in the development
of software, and the lowering cost of the hardware, the use of CAIL, es-
pecially of the drill~-and-practice type, has spread from rural schools in
Mississippi to large city school systens. Probably the most extensive
use of CAI is with the Stanfora University drill-and-practice type pro-
gram in elementary arithmetic, which in 197% reached 19,000 students.
Because tne work of Suppes has been long-ter. in nature and intensive in
character, it seems appropriate to explore the Stanford University exper-
jence before citing specific school experiences.

(a) Stanford Uriversity Computer Assisted Instruction Experiments:

Patrick Suppes and stvaff at Stanford Uriversity have had ten years
of experience with cormputer-assisted instruction(25). The first program
deveioped was an elementary rathematical logic which was closely followed
by the arithmetic drill-and-practice program., During the ten-year period,
these programs have undergone cortinuous refiner the number of stu-
dents involved has been greatly exparded, and new subject areas have been
covered. There has also beer some experimentation with some courses where

the total instruction was via computer.

The display device in use consists of a cathode-ray tube, commonly
called a "scope". It can display points of light in an area 10 incnes
high by 10 incnes wide with 1,024 possible positions on both the horizontal
and vertical axes. In addition, 120 characters may be displayed in five
different sizes. It is also possible to display vectors by identifying
the end points. A typewriter key-board is attached to the scope and may
be used to send informatior from the student to the computer. There is
ruch reliance on simple, inexpensive equipment. For example, teletypes
are considered ideal for both experimental and catalogical purposes since
young children can operate then easily. To the teletype, if required,




can be added a headphone jack with a small gain amplifier that can convey
vocabulary of some 5,000 words. With this type of equipment, which is
used in the Stanford reading program, the cost of a daily twelve-minute
lesson per student is about forty cents.

In 1966-67, courses were developed on symbolic logic and modern al-
gebra. These were self-contained, tutorial, computer-assisted instruction
given at a teletype terminal. Very little group instruction occurred,
but students were able to ask questions of a staff member who was avail-
able in the teletype room. The following year, elementary Russian was
introduced again as a self-contained CAI program. Iater, a second year
computer-based Russian course was added. Still lateér, a remedial mathe~
matics course for college students and a tutorial program in computer
programming was added.

In 19%8, a CAl program in reading to be used by children in Kinder-
garten through Grade 3 was introduced as an adjunct to classroom instruc-
tion. It stressed the decoding aspect of reading. The CAI lessons were
twelve minutes in length, although one experimental group used programs
up to thirty-six minutes per day, and the rate of progress per hour was
equivalent to that of the groups using three twelve-minute sessions indi-
cating that young children ¢id not lose interest in the task during the
longer periods. Seventy per cent of the teachers in the experimental
group said that their children interacted well with the program and that
they did not feel isolated or neglected by the teacher.

One of the aspects of the investigation of the Stanford University
Project had to do with the feasibility of teaching mathematics and reading
as an integral part of an elementary school program over an extended
pPeriod of time. In carrying out this experiment, teletypes were used in
some schools as far as 2,000 miles from Stanford University. In other
cases, the Tonnection to the Institute's computer was by ordinary tele=-
phone line.

In the beginning, the Stanford CAI programs were developed to be used
in schools organized on the self-contained classroom basisz. In 1968, ex-
periments started with a revision of the drill-and-practice program in
arithmetic to make it more useful in a continuous, non-graded, individual
school program. Suppes explains this transition as follows:

"The question used to determine whot types of problems a child

should receive on a drill changed from 'What grade is the child

in?' and 'What is usually taught at that grade level?' to 'What

concepts has this child mastered?' and 'What should this child

learn next?'"




"pAttention to the child rather than to the clacsroom resulted

in a reorcanization ol the drill-and-practice raterial in
elerentarvy-schovl mathenatics into unsraded strands. The stu-
dent, workin;; on several strands sirultaneously, berins at the
bottom of a strand and roves upward on eacn strand as a function
of his ability to perform correctly on that strand. Since nove-
ment alons a strand iepends on the student, the level ol per-
formance on other stran&é*creates a probler set for one student
different fror the probler set for another studeat. Thus, unlike
in the traditional classroow,_fabh student is solving a different
set ol problens, and each set of problerms contains problen types
f{ron each strand appropriate to the ability level ci the student
involved."(25:26)

(b) Hontgomery County Public Schools, Maryland

o Yontronery County is a suburban area near wWashington, D.C. of S0C
square !iles with 197 schools and a student population of 128,000, In
1958, with a U.S. Office of Education grant, they started Research into
Feasibility of ILearnings Employing Computer Technolorgy (Project REFLECT).
The project now involves 1,400 students in one elementary, one Junior
nigh scnool, and one senior high school. Subject areas include nathe-
..atics, industrial arts, history, French, reading, English, science and
teacher eduggtion.

Objectives of the project are:

(i) Identification, within the K-12 curriculw: desiegn, of instruc-
tional elenents appropriate for irplementation by CAI;

(ii) Assessment of the applicability of CAI raterials produced
outside the schools for implemerting the program of instruction of the
scnool syster;

(iii) Production of a limited number of "modvular instructional
packages" for use in CAI set-up, programmed for flexibility in mode of
presentation to meet the needs of individual learners within the overall
curriculun desirn of the schools;

(iv) Actual participation by students in the use of CAI equipment
and materials as part of the curriculum;

(v) Deterrination of the feasibility of using CAL facilities for
testing and test developrent;

(vi) Determination of relative ef{ficiency and elfectiveness of CAI
in the learnins process; and

(vii) Determination of the use of CAI in diagnosing the developnent
status of learners and their needs.(25)
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The June 1971 Report succinctly describes the nature of the project:
"Modular instrucliocnal packages, consisting of computer-assisted
instruction programs with associated equipment and iraterials for
experiences leading to the attainment of specific behavioral
objectives, are basically of a single concept type. No attempt
has been made to develop entire units or courses or to fill
specific time allocations. Segnents designed employ a variety
ol the presently known CAIl techniques of drill and practice
sirulation, remote computing, testing, tutorial dialogue, and
combinations of these. Some segments include attempts to extend
these techniques and develop new ones. Modular instructional
pacxages with strategies for various student target populations,
including some which feature learner control of sequence and
duration, have been developed. Data collected from the use of
validated segments is veing used in identification of the role
of computer-assisted instruction in an individualized learning
system."(25:19)

Storage units, input-output devices, a central control complex, and
a station control are used with student stations in the IBM 150C Instruc-
tional System employed in Project REFLECT. Students use instructional
stations connected by cable to the computer and its peripheral equipment.
Instructional terminals, as bthe student stations are called, consist of
one or ore of these components: instructional display with keyboard and
light pen, inage projector, audio equipment, and typewriter unit.

Experienced classroom teachers develop and adapt materials for use
in the GAI,project} Peachers involved in the project are provided with
staff developrent opportunities. A team usually consists of a teacher
specialist and a nuzber of supporting teachers who devote 10% of their
tire to the CAI project and the rest to regular classroom teaching.
Specialized personnel such as programmers are employed to convert the
authored nmaterials into machine-usable form.

In the Montgomery County experiment, CAI is considered but one com-
ponent of a nore comprehensive individualized multi-media learning systen
design. Teachers involved in the experiment have found that their role
changes. They tend to depend upon the computer to provide diagnosis,
drills and tutorial materials and to aid them in monitoring student pro-
gress., Teachers are also relieved of diagnostic and criterion reference
testins, and grading and much record-keeping. In mathematics, the teachers
are also relieved of much of the time previously required to write problems
and grade practice work.

%




Because CAI is "additive" in Montgonery County, it tends to increase
+he cost ol instruction. The Project Managers estimate that, if students
used the computer one-half hour per week, it would add approximately 100
to the per pupil cost of education. Because of this, they reconmend that,
even though CAI is effective, it should presently be.used only when @D)]
jncreased achievement cannot be realized without it, (2) larger class
sizes can offset some of the costs of computer hardware, Or (%) no othner
method of providing the instruction is available. 2

(¢) Chicaro, Illinois, Public Schools

In 1971, CAI was introduced into seven elementary schools in Chicago.
By the fall of 1973, 26 schools were involved and the number will grow to
52 by February, 1974. The purpose was not to replace teachers but to cope
with a fising teacher/pupil ratio, to personalize instruction, and to ex-
tend teacher eifectiveness. The first seven schools chosen were from the
poorest econonmic areas of the city where reading, achievement was one year
below grade level or more. =

Three curricula are currentl& in use: mathematics, grades 1-6;
reading, 2-6; language arts, 3-7, The programs are adapted for the
Chicago nardware from the materials developed by the Computer Curriculunm
Corporation of Palo Alto, California, a firm in which Professor Suppes -
has played a major role. The curricula are organized in strands so that
student needs can be met. The reading strands, for example, include word
attack, vocabulary, literal comprehension, interpretative comprehension,
and work study skills.

In the Chicago schools, there is a CAI room where the display ter-
minals are used by students. A para-professional supervises the CAI room

.and instructs pupils in the operation of the terminals as needed. There
are half as rany of the terminals as there are students because each stu—
dent uses a terminal 10 minutes per class period in two of the three
curricula or a total of 20 minutes. This is considered about maximum
student endurance and in ten minutes & student gets five times as much
practice as he would get using a textbook or workbook.

When a student sits down at a terminal, he simply types out his
jdentification nurber, his last name, and the first letter of the curri-
culun from which he needs a lesson. Tne computer replies, on the screen,
#Ppnank you, Johnny", using his first name for verification and personali=
zation. And the lesson beginS. The central computer instantly selects
the proper starting place for the lesson -- determined by the student's
achievement level and needs, already in the computer's memorye. Drill
and practice is the pethod used. 'The computer makes assignments, checks

o ey
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the reuponse ror accuracy, svaluates the student's potential for the next
sequence ol complexity, and then assirns the next sequence, JStudents who
do poorly on one sequence oighit be branched into a remedial sequence,
while those who do well are also branched into a more difficult sequence,
Faterials are always designed to give students the practice they need to
neet the objectives of the course.

A UNIVAC 413-111 computer is used in Chicaro. It is connected to
UNISCOPF display terminals in the schools using telephone lines f{or
linkage to the central syster. There is currently no audio component in
order to keepP the cost ar a minimal level. The system now in operation
could handle 70(,C0U pupil sessions weekly and could be available for com-

‘munivy use after school hours. ‘TPeachers receive daily class "hard-ccpy"
reporvs on each student and periodic sain reports from the CAI system.
These enable teachers to nmonitor student progress, provide indivadual
tutorinsr; as needed, and plan nore eltéctively the class activities.

Results for the first year have been published (see Appendix I);
those for the second year have not been released as of the writing of this
paper*®, Educators in the Chicago school systen are pleased with student
and teacrer reaction and with the results as shown on the standardized
achievenment tests. As a concrete exanple, absenteeisnm has been reduced
15%. The Chicaro schools pPlan to extend the CAI service to include tu-
torial lessons, prepared by teachers and subject matter specialists, which
would teach concepts as well as reinforce then.

Amortized over a ten-year preriod, capital outlay and annual operating
costs total $76.25 per student for each curricular area. If a monetary
value were put on the decreased need for remnedial teachers and on the
fewer teachers required because of reduced student failure resulting in
repeating grades, the CAI system could easily be viewed as cost effective.

5. Multi-Media Usare ~ Kirkwood Community Collere,
Cedar Rapids, Iowa
This case involves the use of video-tapes, data processing equipment,
and concrete objects in the teaching of welding at the post-secondary or
trade school level. Video taped demonstrations were enployed so that re-~
peat deronstrations, so common in eonventional welding classes, would not

*

According to a telephone conversation with an individual in the Chicago
schools, the standardized test scores are still being processed and will
not be available to December 1973, They expect results to be better
than in the first year (as shown in Appendix I) because both students
and teachers have become familiar with the procedure and many of the
technological problems were solved whicn in the first Year interrupted
the conputer lessons. e, .




consume valuable instructor time. That released tine could then be used
for atteqtion to individuals as they progressed through the two basic
learning units. These units, Basic Arc Welding and Heavy Industrial
Wwelding, were divided into eleven modules. A student was required to
complete distinct steps in each of the modules, demonstrating proficiency
in the skill conéained in that step, and in addition, passing a written
test before being certified vo move to the next modular level.

A repor »>f the project describes the unique way of tracking student
progress:

A progress chart was visible in the shop and recorded the level

at which each Student was working. In addition, the time each

student spent in the shop and his attainment level was recorded

daily on the individual student's class card. The cooperation

of Data Processing then made possible a weekly pyintout‘updating

the instructors' inforrmatian about each student's progress and

time spent in each step ol each rodule. The instructors used

this report as a check to see that any student who spent a

longer than average time on any step received additional indivi-

dualized attention.

Four variables were examined during the project and the results were
coppared to control groups using conventional methods. On the first
variable, student-time-consumption, those in tne project took considerably
less time to achieve the objective of learning'to weld ~- 190 hours con-
pared with 261 in one control group and 253 in another. Or & second
variable, dropout rate, this was significantly lower (.05 level) for the
experimental group than for the two control grouvgs. On an attitude
questionnaire, studenbs reported sufficient individual attention was pro-
vided; 93% felt the experimental method made such individual attention
much more possible than in conventional settings. Per student cost to
the institution was $105.97 for the experimental group, 420%3.74 for one
of the control groups orerating in a conventional manner, and $183.25 in
the second control group. A report of the project provides a typical

conclusion about high initial costs on many innovative activities:
The cost analysis reported here and earlier included the
income through tuition, the cost of gas, rods, steel, in-
structors' salaries, and administration. However, it did not
include the cost of putting thé demonstrations on videotape
or the cost of the receivers necessary to show them. It was
assumed that sufficient savings on the ,variables present in all
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conparable quarters would allow for recovery over a period of
time of the capital outlay required for the experirental
presentation nrethed.(4:16)

4. Syster with Miniral Use of A.V. -
Individually Prescribed Instructicn (IPI)

IP1 is officially defined as "a system of managing instruction so o
thav each child's work can be evaluated daily and so teacners can make
assignrents for each child which are tailored especially for him., It is
a technologically~based system which Places heavy emphasis on the process
aspect of technology and relatively little use of audio-visual raterials
themselves."(6:27) IPI tesan in 194 as an experimental and developmen-
tal project in one school. It has developed and spread until in 1972-73
86,842 students in 4C states were learning with IPI programs in mathe-
ratics. (Data on the aumber of students in the reading and science pro-
grams were not available),

IPI is a diagnosis/prescription system which derends upon sequenced
instructicnal objectives, each of which is expressed in belravioral terms.
Pupils proceed independently with a minimum of teacher instruction, the
teacher using their time for diagnosis of Fupil needs and the writing of
prescriptions. The chart on thre following page illustrates how the
sysben operates.(6:29)

The teacher spends his time in evaluating progress of individual
students, diagnosing needs, preparing individual learning prescriptions,
and in tutoring individuals, The system itself provides many materials
for use of teachers in individualizing the prescriptions, but since stu-
dent needs vary sreatly, the teacher plays an important role in making
the system operate effectively. Teacher aides are esgential to aid in
scoring; student work, recording results, and in organizing and dispensing
the instructicnal raterials., .

’ The prescripiion sheet is the communication link between the pupil
and the teacher since it indicates the resources that can be used in ob-
taining mastery of the objective. There is a heavy use of worksheets,
but in some programs such as reading, there is also use of audio materials,
self-instructional readers, story books, and response sheets.

Research data in$cates that students achieve as well or better,
even ones measured on standard tests, as do students in other classrooms.
The IPI system has beer tested with effective results on several minority
porulations. James Becker, who was instrumental in the development of
IPI, clainms:
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", ..1P1 technology will be able to reduce what is being cur-
rently conducted daurine the wnole schiool day to mush less time.
It will be possible to let children learn many of the basic
skill subjects anytime during the day. We are hypothesizing
that the typical school day can be reduced bo one-quarter ol
the time now spent on these things. This leaves a school day
in which we can begzin to do many exciting things."(6:36)

Currently, the use of IPI is more expensive than a conventional elementary
school prozran, but the costs are gradually being reduced.

IPI STUDENT ACTIVITIES

PLACEMENT TEST
UNIT PRETEST

PRESCRIPTION DEVEIOPED

— STUDENT BEGINS WORKING

INSTRUCTIONAL ACTIVITIES
INDIVIDUAL WORK
IN IPI TEACHING MATERIALS
TEACHER TUTORING '
PEER TUTORING
GROUP INSTRUCTION
. PROJECT WORK
SUPPLEMENTARY MATERIALS
ETC.

STUDENT OR AIDE SCORES WORK
(WHEN APPROPRIATE)

L STUDENT RETURNS FOLDER TO TEACHER

ﬁ_‘—_,a——”’“———’—ﬂNIT PdgTTEST-—__
. X‘
[MASTERY NOT DEMONSTRATED MASTERY DEMONSTRATED

\
NEXT UNIT PRETEST

-

10l




C. Open learninc Plans

Several attempts $t0 be more flexible and open are now underway in
several U.S. schools. These attempts range from opening up the dimension
of tiwe, to the creation of freer learning environments, to new places
and ways to learn. Four examples are included here which relate to staff-
ing patterns.,

l. Year-Round Schools

There is a growing movement towards schools that are open for longer
periods ol time than the usual nine months, even though students would
not necessarily attend for longer periods than now. The motivation is
primarily economic: why build and naintain an expensive structure and use
it only half of the time*? Often, though, another objective is to capi-
talize on more nornal learning patterns by having students away from for-
mal learning tasks for shorter periods of time than the usual two months.

There are at least three kinds of plans. In the first are those in
wnich a portion of the student body is always on vacation. These include
the "45/15" plan, the "staggered quarter" arrangement, and the non-
voluntary "trimester" plan. In plans such as these the students are in
some ways divided into groups (place of residence, age, type of curriculum
desired, famrily choice, or randomly) and formed into student bodies. In
the 45/1% plan groups "A", "B", "C", attend school for 9 weeks while for
the first > of those weeks "D" group vacations. "D" returns to school
with "A" and "B" and it is now "C's" vacation. And so the cycle goes with
25% of tne youngsters always out. The primary motivation in .such plans
is economic -~ the school building and other capital outlays have to be
built for only 75% of those to be served at any given time. In addition,
these plans offer many of the same curricular and instructional advantages
as those year-round school arrangements instituted for other than economic
purposes described in the next two cases.

A second kind of year-round school plan are those designed to promote
individualization of the school program. These include the "Multiple
Trails Plan", the Clarion(PA.) College Model developed by John McLain (35)
and the "Quinmester" Plan. In these arranzements the variable of time
nas been nmanipulated to allow for more attention to such factors as

. )
Some make a more dramatic argument: there are 8,760 hours in a year;
school is in session 1,080 hours, therefore we use our school buildings

onl{ 12% of the time. Tnls is, of course, ridiculous_= very few
dings, public or private, are open for more than 1/3% of" the time.




classes with reduced scope of subject matter, bringing about greater in-
tensity and depth, because of fewer classes - opportunity vo concentrate-
on 3 or 4 classes instead of & or 7/, curricular sampling, curricular and
instructional experirzentation, and reducing the effecus of failure by de-
creasing the investment of time for students, i.e. shorter semesters.

The third catejory of year-round schools includes those that allow
and sometines prowote accelerated school finishing. The "Modified Summer
School" Plan, the voluntary "Trimester" Plan, and the "Continuous School °
Year" Plan are exanples. In the latter a 210-day elementary school calen-
dar is proposed which permits completion of seven grades (Kindergarten
throush 8ixita) in six years. Others of tnis kind allow students to opt
for an additional time block either for enrichment or to finish school
raster.

Prelirinary observations are that most experim nent s with year-round
schools have produced libtle aciual savings and that teaching roles or
svaffing patterns have not been significantly affected by the innovation.
Such generalizabions, thoush, are prenature because there are at least
three developments tnat cause optinisn., It appears that the 45/15 plan
in Valley View School District, Illincis, and in other sites is working
%0 the satisfaction of students, parents and teachers and is taking place
in Du*lﬂlngb and with equipment designed for only 75% of the student body.

ﬂnere is reason to believe that the plan would work well in other
comnunities with sirdilar attributes. Secondly, in the Clarion College
desonstration planned [or several years and now getting underway there is
cause (bzcause of the care that went into the plamning and the resources
available) to look for curricular experirentation, with an emphasis on
matching curriculun to student need. The third development that shows
pronise ic in Dade County, Florida, Public Schools and other sites working
with the Quinmester Plan -- again not for the economic implications but
for outcoumes in terms or staffing patterns and general instructional and
curricular irprovewnent. Appendix II shows a comparison of the various
year-round school plans.

2. Informal Educaticn

The United States is experiencing a renewal of the progressive educa-
tion movement of pre-World War II days. "Open schools", "flexible educa-
tiorn", "inforral education", are words typically used to describe new
pre grans related to that thrust. Its historic roots are from Rousseau,
Dewey, Montessori, and Sir Henry Hadow, author of the British Report which
began the informal movement in the country in 1924; today's movement has
taken the strands begun by those philosophers and practitioners and added
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to them the work of several learning theorists, most notably Jean Piaget;
curriculun innovators such as Jeroume Bruner and others; and observers of
the larger social scene who could bring public and intellectual support
to the roverent - Charles Silberr.an, Joseph Featherstone, Lady Bridgit
Plowden, and others.

The nost notable experiment in bringing about widespread use of open
education in the United States has been the state-wide program in North
Dakota. This program is based on a rassive teacher re~education effort
designed to change the way in which schooling is conducted, and to upgrade
the forral education of teacners, Accomplishments include higher atten-
dance levels, decrease in discipline problems, increased student interest,
and gains in reading, math, science.(9:15)

Other approaches at the elementary level include the John Carey
School in Richmond, Virginia, where the type of schooling provided is
based on age characteristics with the amount of freedom governed by age
and readiness levels; those in Dallas, Texas, characterized by their open
resource center in the middle of the building with books, audiovisual
material, and home-like surroundings; and the Worlid of Inquiry School in

Rochester, New York, where the curriculum is pursued in an informsl, cul-
turally balanced setting using a form of the core curriculum approach.
There are'several high schools in the U.S. maintaining somewhat the same
objectives as other schools but trying to be more effective by providing
an informal setting. dJohn Dewey High School in New York City, for example,
ras most of its academic program in mini courses in which students can
Progress as fast as they are able. With the remaining time they are able
to pursue their interests in independen? study or in other informal ways.
The objectives of informal education discussed here are esé&ntially
those of traditional schools-skill development, citizenship education im=
proving abilities to communicate, developing competency in and regard for
Ehe arts, and helping students become life-long learners - although in
he informal school there is often more attention given to the latter.
The chief differences of informal schools is the organization of the
classroori, the learning activities provided for students, the sequencing
(or non-sequencing) of the curriculum and the role of the teacher. The
nature ol these differences can be summed up by Silberman's recall of a
Chinese proverb: "I hear, I forget; I see, I remember; I do, I learn"®,.
There is a marked difference in the appearance of an informal class-
room from that of the formal one. Pupil desks are replaced by tables
large enough for the group work of several students or for the large pro-
ject activity of an individual; children work independently or in small
groups, many of them exploring various learning centers around the room;
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the teacher's desk is unobtrusively placed in one corner; there are ma-
terials - books, different sizes of paper, science equiprment, art sup-
plies -~ everywhere; and the children are freely talking to others as they
engace in their work. The activities of the students range fron indepen-
dernt work on various skill developnent exercises to large group work de-
sirned by the teacher 'to develop a concept in social studies or to promote
a kind of artistic expression.

Less attention is given in the informal classroom to curricular se-
quencing; more to developmental growth patterns of individuals with
special attention to the various stages of readiness each has for a given
curricular objective. Teacher's role, then, becomes one of diagnosing of
individual learning needs; selector and arranger (often with the student)
of ways to acquire the new learning; and record keeper, evaluator of each

student's progress. The teacher seldom lectures or plans learning oppor-
tunities for whole groups. He would never establish groups of youngsters
on a long term basis. Instead, srall groups ol students would be brought
together and taught a coumonly needed skill such as 2 kind of punctuation.
At other times, children would neet together who had a common interest
such as doing a mural painting or writing an original play.

Inforral education of this kind discussed here costs no more or less
than more traditional forms of school. There are no special considera-
tions that cause it to be more expensive. Also, there is no evidence
that buildings built specially for informal education costs more than
traditional "esq crate" ones. (As a matter of fact, in Dallas, Texas,
schools built for open education have cost $#20 per square foot, while
traditional ones have cost $25). Most informal classrooms use more ex-
pendable instructional raterials than the typical classrooms. There can
be balancing savings, though, since raterials such as workbooks or class-
size collections of textbooks would not be appropriate purchases for an
informal classroom. Many inforral classrooms have aides but their costs,
too, are often balanced out by larger class size.

%, Scnhools Without Walls

Growing from the same traditions as informal education is a rela-
tively new phenomeror on the American educational scene, schooling without
a building. The intent of this noverent is to bring about significant and
basic changres in the way in which school is conducted. A significant
chanpe proposed by the proponents of this form of schooling is the source
of educational objective =~ the student himself. In many of these schools,
students are trusted to make their own decisions about the kind of educa-
tion they wish to receive and the way in which they will acquire it.

P
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In Philadeiphia's now {amous Parkway Program, students nade the
first and rost basic decision, whether or not to attend this school.
After that, the student nust choose everything he does within the progran,
If ne does not maxe a choice or cannot make a choice, then nothins happens
until ne does. Throuph a syster such as this students learn, with the
help of advisors, to nake decisions - hopefully with increasing skill -
and to understand the process through which one rjoes to make such deci-
sions. In the case of Parkway, t! :re is a rich variet& of chnices avail-
able to the students, for he has the whole city from wb .wcse his
teachers and his curriculum. If he wants to study jow . ne does so
at the metropolitan newspaper; if he wants to be an artist, he works in
an art nuseum; il he wants to learn a business the staff of the school
will help hinm to find an appropriate resource. In short, Parkway created
a learning community with its structure‘being provided by student choice
and tutorial groups. These tutorial groups, consisting of approximately
sixteen svudents who met for a iew houvs a week with a faculty member,
provided Jersonal encouragement, support and counselling, and a place
where special attention could be paid to the basic skills of language and
mathematics.

Perkway had over a hundred cooperating agencies. Some of them were
the Academy of Natural Sciences, the Atlantic Richfield Company, the Con-
vention and Tourist Bureau, the Film Media Center, the Hahnemann Medical
College and Hospital, the Insurance Company of North America, Perfect
Copy Service, Inc.; Philadelphia Musewn of Art, Philadelphia Music Aca-
demy, Philadelphia Zoo, Wanamaker Department Store, and the Weinstein
Geriatrics Center. 1In fiscal year 1970-71 the Parkway School ran on an
annual per student cost of §72C - about the average cost per student in
Philadelphia for that year. Other schools however have costs not re-
flected in that averasge - primarily the school building itself. That
cost, according to estimates in 1971, for a two-thousand student building
in Philadelphia would have been twenty million dollars; but since the
anount would have to te borrowed, it would have actually cost the tax-
payers forty million dollars. Also, these f{igures do not include heating
and maintenance, which in Philadelphia cost about $100 per student per
year. Parikway used virtually none of this money since it had little
space to maintain and operate. Attendance during 1971 was at 89 per cent
somewhat higher than the usual rate of atbtendance in Philadelphia high
schools. (Although this figuire may not be very reliable because of the
nature of attendance keeping procedures at Parkway.)*

“These data are taken from The School Without Walls, bibliographic entry 68.




Qbviously, there is a tremendous difference in the tasks of the
teacher in a setiing such as this, He nust, as required, help students
articulzte their needs. On other occasions, tre teacher acts as a guide
to .hose resources which help students meet their needs - somebtimes
filling tha’ - 7' himself but often finding other sources of help. And
tnhe teache. also be an independent observer o. the student, acting
as a friendly ‘itic and counselor for the future. In at least two ex-
perinents conduc*ad in the United States, the Parkway Program in Phila-
delphia and the Home Base School in Watertown, lMassachusetts, there is
firm evidence that pupil achievenent as measured by the usual methodolory
either remains constant in these freer schools or is improved. This is
particularly true when one looks at the success that Parkway nhas had with
former dropout students. On other measures, such as student interest in
school, feelinss of satisfaction, and desire to pursue more advanced edu-
cation, there iz very stronr evidence that the efforts of those who would
open up the school ervironment are being successful.,

4, An Open learning System on Television

In the Fall of 1969 a television show designed to systematically
develop youns (3-95 year olds) children's readiness for reading appeared
in the United States. '"Sesame Street", in 1972, was beins; viewed by nine
~illion children. A total of 130 hours of instruction was prepared at a
rate of less than 1/2 cent per student hour. ILongitudinal research has
shown that btelevision can be an effective medium for teaching important
simple facts and skills, such as recognizing and labelling letters and
nurerals, and more complex higher cofnitive skills, such as classifyinr
and sortins by a variety of criteria. An important finding of the pre-
liminary research was that the program did not require formal adult super-
vision in order for children to achieve the propran's objectives. Since
most of the youngsters wl.o viewed the program were pfe-school are, this
finding has led many to seek greater use of the television mediun for
direct instructional experience outside the school building.

Children's Television Workshop, producers of "Sesame Street", in
197.L put "Electric Company" on the air for young school age children -
especially those with reading problems. In its first year four million

soungsters viewed the show (2 million in school, 2 million after school)

and in its second year six million students participated. Again, per
pupil expenditures per hour of instruction are very low because of the
tremendously larpge viewing proup(l3).

Extensive research indicates that in the 19 curdicular areas in which
the show worked viewers scored significantly higher on standardized
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achievenment test (appropriately called 'The Electric Battery') than did
non~-viewers. These gains were not restricted to the target population

in the lower grades (higher rrade younrsters insisted on seeinc the show,
too)s. Fourith graders, for example, sained significantly in their ability
to punctuate, The teacher's role in the clasirocn in which Blectrlie Co =
jany is used is one of preparing youngsters in advance for the exercise
they will have with the show and doing follow-up with new learnings after
it is over. Materials are available to help the teacher.

ITI, CONCLUSIONS AND IIMPIICATIONS

The principal method used to try to improve school quality in the
quarter century following World War II has been to reduce the number of
students which teachers meet each day. For example, the student/teacher
ratio in elementary schools in 1955 was 3%30.2 as coampared with 24.4 in
1972; for secondary schools, the student/teacher ratio in 1955 was 20.9
as conmpared with 18.9 in 1972. Since tzsacher salaries constitute the
largest single budget item (approximately 75%), it is increasingly diffi-
cult o bring about school improveuent in this manner. In a nediunm size
school district of 50,000 students it would cost 1/2 million dollars_in
salaries per year to reduce each class by one pupil; in a large district
it would, obviously, cost millions. In the United States, where school
costs have risen ruch faster than the Gross National Product, it is almost
irmpossible to get approval for such an investment even if all data sup-~
ported the additicn.

There is an interest in higher productivity in education, but the
search for ways of achieving this has altered in the past decade. As the
selected innovations reviewed in Part II make apparent, the focus now is
not on increasings student/teacher ratios or on cost-effectiveness per se
but rather on improving the quality and effectiveness of education at
the same or at moderately increased costs. This is caused by a number of
societal factors. The USA has noved from a tine when there was a shortage
of teachers to an oversupply (given our present staffing and use patterns);
from weak teachers' organizations to very powerful ones interested in pro-
tecting nembers from a labor point of view; from relatively big federal
support of innovative practices to very little federal suppsrt; from ex-
periences with innovations that were expected to become widespread if they
proved desirable to the concept ol alternative schools or a variety of
offerings to the public; from the goal of raising the general quality of
education, particularly as it pertained tvo factual information, to a con-
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cern witn rore hw.anistic values such as culbtural identigcy, equalization
of opportunivy lor winorities, individualization of instruction, and
socialization techniques.

In order to help clarify ihe distinctions and features of the inno-
valtions described in this paper, the auvhors have developed a table wnich,

Ain a generalized way, compares several innovabtions on four variables (See

Table Y). A study of the chart reveals that the [irst decision needed

when considerins installing an innovation is one ol purpose: Are the
present ;oals and objectives acceptable? Are new ones to be substibuies?
Are new ones to be added.on? Is the votal school population to be affec~
ted or only a particular se;ment? [Must the innovation be achieved with-
oub increasing costs or can the "value added" be financed through in-
creased costs? An inoovabion .ay it sone conditions but nob obhe;s.
Concepuualizing school problems and obuilding solutions vhat match needs
is the irporiant rirst sbep in ivproving educational quality. Thne table
ol comparisons is a rough iirst atte:.pt to dernonstrate that the "innova-
tion phariacy" is nov enpty, that we can begin to correct school problemns
pmore rationally by selecting; appropriately fron the growing nunber of
cested oplions - particularly winen we arc better able to match problem
and solution.

A. Coumclusions

The aubhors believe that the innovations reported and obthers studied
in the preparation of this paper would support bthe following conclusions:

- Reducin~ class size does not necessarily improve learnins results;
soze roals can be acuieved as well as in larse group situations as in
smaller ones ~-- alvnoush not all coals.

- Dherc are often less expensive ways of increasing educational ef-
rfectiveness than by reducing teacher/student ratios, especially when
class sizes reach a mean size of 26 to 50 students. Educagional Turnkey
has nade an interesting study concerning how much of 25 types of resources
would have to be chanped in order to aifect a 1j% change in the school
district budset (See Appendix III). The most expensive change is to re-
duce the pupil/teacher ratio, with cnanging teacher salary being alnostv
as expensive. On {he ofher hand, increasing expenditures for such items
as instructional mater?als and equipment has little relative effect on
tne oudreb,

_ When innovations are installed, they tend bto chanrme goals and the
basis lor determining quality rather than to bring aboul improved ways
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TABLE §

Comparison of Fourteen Irnovaticns on Four Variables
Lozmp

Diffczences ia
Innovation Differences in Instructional Strategles, Resource ~- Differences _ Costs
Described Educotional Objectives | Teagcher Tssks & Staffing Patterns in Use of Technology |Capital]operating
3on 2 in Much the sare as in a| Tear planrirg. More ingdividuallSore use of overreas | ‘cier tigher
Hawail, traditional secrcol teacher cenuact wita studenis, Iprolector and cter |infile
and added to it a large group instruction. Cesices for large 2
greater opportunity ereup instruction -- jC0.L-=
to strengithen tre other than tnat no ror al
language progran, signifirant differ- |rfreor
nces.
Irdividually |Exparded to include "Dlagnosirg” and "prescribing” |'int-courses {n somc |' ot Siigrtly
G.ided Educa- jwork in pre-reading, functions more necessary to thelcurriculur areas arc |recus- higher
tion (IGE), environment, other program; planning for instruct~la part of the systor.|sarily
objectives remain a8 | fon  legitimized; senior Y4 er
isg pecple have school-wide curri-
culum developrent respersibili-
ties; giffercntiation in staff-
ing.
Team Teaching:{On-;0ing curriculum Individualization; more i{nde- Increased 156 =o Sare Sawe
NASSP odel revision necessary to| perdent study; opportunity ¢o especlally by stud- jafter
Schools Pro- rodel; fewer required| vary instruction by manipulat- Jents. intti-
Ject, studies; more oppor= ing class size; task differente al re-
tunity “or student fation in staff; lighter stud- model e
selecticng en% contact load; wore planning ing
tire; use of non-professiorals.
Differentiated|Same as traditional Teacher tasks based on analy- Same& as$ traditienal |lio figher
staffing: schools. siu; pay related to responsibla]schools. change|
Tewple City, lities; vertical differentia- afer
California. tion; use of non-certified initi-
staff. al re- .
rodel -
irg
Vertical Dif- [luch the sare as in System problem-solving model: Teacher control of s.ot llot
ferentiated the traditional needs identification, strategy resourc~s acguired avail-javail-
Ssaffirg: ©  Ischool. developrent end iwplerentation, cbhls  jable at
Mesa (Aricona) evaiuvation; teachers hecome "t this
Model. managers of instruction; inter- PRSE- time
nal perforrance ccntracts {hid- tire
ding); vertical hierarchy but
not a permanent cgne (fiuvid)
Closed Circuit {None except some sub-| Sore large growp TV vieding; Closed circult t2de-~ |itigh Same =-
Television - {ject areas covered less “presertation” of c¢lass- Jvision and a media intti-}lower if
Washington wnich were not prev~ | roor teacher; th» TV systen rescurce center re-~ lal addi-
County, Md. tously available to and the classroi-, bacome a gquired to install cost. jtional
students. team and the studio teacher tis innovation. subject
and the classroorm teacher also arezs
tecore a teanms consgide
ared.
Computera Same as traditicnal Rellance on computer for diag- {Modular segments of |iIncre- Higher
Assisted In- ([schools. nosis, drills, sore tutorial computer-assisted ased
struction - worg, and monitoring of student instruction. 100
Montgomery progress; pregramrers added to
County, Md, ssaflf.
Public_ Schools
Computer- Same, eXxcept greater | Use of computer for diagnosis, Corputer-assisted in-}.30 $70 per
Assisted In- [emphasis on helping drill, ant practice in three struction 10 to 20 per student
struction ~ culturally-difrferent elementary subject areas; use rinutes per student |stude | year per
Chicago, I1l, |non-achieving pupils | of daily &iuden. profsrsss re- in three curricular {ent curri-
Public Schools peris from computer ¢o develop {areas year culun
studen® classrcom progrars; per
paragprofessional runs computer curri-
roorm. cular
area
hipher|
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of achieving current goals and objectives. For example, an effort to re-

duce the failure rate night instead, or in addition to, bring about in-
dividualized instruction or a more humsnized curriculum. Innovators

should anticipate that the schools have a way of taking innovations in
and changing ther in unanticipatea Wways.

- The initial cost of an innovation tends to be higher than what can

be expected once the innovation has been established, Studies of the
introduction of computer-assisted instruction, individually-prescribed
| instrucyion, informal education, differentiated staffing all show that
there are costs connected witia minor remodeling; the purchase, lease, or
I

|

preparation of materials; in-service education costs; consultant services,

and the like. One surprising facto~, at least to the authors, was the

comparatlvely sunall amount spent upon upgrading teacher competencies when

“innovations are introduced. One study made by the U.S., Office of Educa~
tion relative to a differentiated staffing innovation showed that about
the same amount is spent on in-service training as on teacher substitute
pay and much less than on para-professional fees.

- There is a tendency, when imnovations are introduced to hire addi-

tional personnel already possessing new skills rather than to retrain
the current staff and reassign them to new functions.

- In the United States, there is more iaterest in and acceptance of
the concept of increased teacher productivity and improved working condi-
tions for teachers than in reducing the student/teacher ratio.

- Inherent in many of the innovations are the beginning steps towards
more effective staff utilization although this has usually not been stated

as a primary goal of the innovation. For example, the IGE program, with
its curricular development and instructional delivery system, is causing
greater attention to be paid to discrete teaching tasks and that atten-
tion to basic considerations about teaching and learning will bring about
more efficient staff utilization.

- Innovations may benefit the schools in important but indirect ways
such as raising vhe level of student motivation, reducing the failure
rate of students, thereby decreasing the need for reteaching, remedial
teachers, saving student time, improving student attendance in school.

- Innovations such as those described here have increased the number
and complexity of instructional decisions., Time and training need to be
provided for teachers as they make more of the basic instructional deci~-
sions, Fortunately, this new decision-making responsibility is coupled
with the recognized need for learners to have an increasing independence
and to not be so closely supervised, at least by certified teachers.
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B. Implications For Policy

The authors of the paper believe that there is inherent in the U.8.
experience with innovations, particularly those affecting staff utiliza-
tion, some valid implications for policy.

(a) Use of Teacher Aides to Perform Non-Instructional Tasks

By non-instructional tasks is usually meant such assignments as
playground supervision, monitoring study halls, athletic events, and so-
cial events; filling out forms and reports, typing tests, and reproducing
these, inventory supplies and the like., Studies vary in the amount of
non-instructional time which teachers put in, but in all of them it is a
sizeable amount. For example, in a recent study done by Gerald Krunbein
(30:305-329) of high school teachers in California, it was shown that ap-
proximately one-fourth of the teacher's total time was spent executing
non-instructional tasks. On an average yearly salary of $11,318, this
meant that the per teacher cost of non-instructional tasks per year was
$2,877.99. It is obvious that even if para-professionals were paid as
much as five dollars per hour, some savings could be made in salaries and
it is reasonable to assume that some of the non-instructional tasks could
be performed by people paid as well as two dollars per hour. Many of the
non-instructional duties, when performed by teachers, require the Payment
of extra compensation about the contracted salary. Over one-third of the
teacher collective bargaining agreements on file with the NEA Research
Division contain provisions granting extra compensation for a variety of
extra duty assignments. This tends to push the cost even higher for
handling non-instructional tasks with certified teachers.

(b) Criteria for Selecting Appropriate Innovations

After the goals for an innovative practice have been ectablished, it
will be found that some kinds of innovations will accomplish the goals
much less expensively then others in a given situation (See Appendix III
and 24 in Bibliography). Factors that must be considered include: (a)
the cost of initiating the innovation; (b) the availability of the mater-
ials to support the innovation, and the cost of these; (c) the size of
the student population to be served; and (d) the degree of diversity and
decentralization within the school system.

In a highly decentralized educational system, it is difficult to im-
plement a large-scale change even though it would prove effective. This

e
EE

115




is a major reason why such innovations are rore difficult to implement
ir the Unived States than say in Samoa, El Salvador, or Niger.

Capital intensive innovations are efficient only in large-scale
operations where larce audiences can be reached, or at least the software
has been developed ocutside the school system so that it is not necessary
to add its development <0 the school operating budget. Examples such as
the following will illustrate this point. The cost of ratio ranges fron
one-third cents to four cents rer student per hour. The low end of the
scale would require several hundred thousand students whereas the cost
for a few thousand would easily reach tuhe higher end of tre cost scale,
In a conparable way, the cost of instructional television is said to range
from 1.5 cents to fifteen cents per student per hour. The low end of the
range would require an audience of close to one nillion students. A rule
of thumb for computer-assisted instruction is eighty-five cents rer stu-
dent hour if the terminal is used 2,00C hours per year,

(c) Application of the Middle Management Concept

AS has been pointed out, the greatest opportunity for reducing the
cost of education would arise from increasing tne student to certified
teacner ratio., Alsr as has been pointed out, interpersonal relations tend
Yo suifer as the student/teacher ratio increases, There is a difference
of orinion concerning the effect on cognitive learning. Innovations have
been undertaken which would tend to decrease the number of certified
teachers per student population while increasing the number of non-
certified adults in contact with the students. In the NASSP or Trump Plan,
the role of the school principal was changed so that a greater percentage
of the time could be spent in middle management functions of instruction.
This, coupled with horizontal differentiation in the role of certified
teachers and the addition of teacher sides resulted in a new staffing
pattern. In the Temple City and Mesa differentiated staffing experiments,
certilied teachers are arranged in a hierarchical pattern so that a middle
managerent function emerges. This pattern can also be seen in the IGE
nultiunit school where senior teachers take on middle management program
functions, Kiesling(18) also supports the notion that the "middle level
zanagerent"” concept holds considerable Promise if applied to education.

(d) Better Use of Capital Investments

Inproved use of capital investments Such as buildings, materials,
and equipment could not only affect teacher roles but result in great pro-
ductivity in and of themselves. We have already seen that the concept of
the year-round school has implications for more cost effective use of
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buildings, equiprent, and raterials. There is also a possibility for
teachers that so desire to increase their annual earnings as well as to
provide opportunities for teachers that wish shorter teaching terms than
a full year. We need more practical experiences with the schools without
walls concept, particularly as it can be adapted and also combined with
other ideas such as year-round schools. Another example of the way in
which capital investments can change teacher tasks is through the use of
the computer to reduce the teacher time required for grading, diagnosic,
record-keeping, and the like.

C. Incentives to Schools to Experiment With
New Teacher Roles-and Staffing Patterns

There are some types of activities which hold promise for encouraging
educational institutions and teachers' associations to view experimenta-
tion with teacher roles and staffing patterns in a more favorable light.
Among the many that could be pentioned are the following:

- Involve teachers and teachers' associations in the planning for
innovations. Become more definitive about teacher role in decision-
naking - insuring its place at the instructional level and at planning
stages.

- Providing adequate in-service education and professional develop-
ment both before the imnovation is introduced and during the implementa-
tion stage. Emphasize an individualized approach to this kind of teacher
career developuent.

- If adjustments are to be made in the number and/or type of staff
employed, make the adjustment by attrition rather than by replacement of
those already on the staff.

- Provide funds from outside sources to cover the added cost of
ipnitiating innovations. We have found that in the United States very few
major innovations are introduced without this stimulation of outside
funds. In past years, this has frequently come from the U.S. Office of
Education or the private philanthropic foundations. Matching grants are
often a good plan, particularly if these are extended a three-to-five
year period and diminish so that the total cost of the innovation is
covered by the school district by the end of the initial phase.

- The developnent of expensive software with federal funds provides
an incentive to schools; television programs, CAI programs, and the like
are exceedingly expensive and none but the largest communities or the




wealthiest schools can cover the cost of developing such software in
their annual operating budgets.

- Soze favorable experience has accrued in the use of perforrance
cortracts for teachers within a school syster as opposed to the bringing
in of an outside industrial firn (sonmetimes called bidding); also, the
use of voucher systems within the pPublic school system has, in the one
Situation, where this has been tried in the United States, provided an
incentive for the provision of alternatives within the school systeu.

- Innovations which cause teachers to feel more producsvive and pro-
fessional have a better chance of success than those which tend not to
affect that variable. Examples of favorable innovations might be those
that terd "to turn students on", reduce discipline problems, produce the
necessity for re-teaching, relieve teacner of non-instructional tasks,
and the like. Also, innovations which reduce teacher/student encounter
time have a greater chance of success.

D, In Conclusion

Much hLas been written about the recent criticisms of the schools in
the United States and it is true that both the public and the education
Professionals are desirous of an improved edusational program. The
criticisms should not be taken, however, as a loss of faith in the schools
Rer se or in teachers. A recent Gallup Poll overwhelningly reports a be-
lief by citizens in the Unite? States that Schools are better now than
when they attended. Also, respondents listed teachers as one of their
"favorite things" about schools. Tack of proper financial support is
seen to be a pressing problem, so that one can predict that in the future
in the United States, there will ke increased interest in productivity in
education. In fact, this productivity will be reached not through the
hiring of fewer teachers but through efforts to make teachers more pro-
ductive through the use of non-certified staff, improved middle manage-
ment concepts, and the use of technology.
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This paper has been prepared for the Organisation for Economic Co~
operation and Developﬁbnt, who Wished an assessment of innovative trends
in education upon staffing requirements and costs. The OECD was especially
interested in strategies which used instructional technology.

This assignment is not an easy one for the simple reason that we do
not have enough practical experience as yet with innovations in instruc-
tional strategy - especially those which include substantial media use -
to be able o make sound estimates. 1 This paper represents the results
of taking the less satisfactory course of atternphing to construct three
or four scerarios of educational practices which we may reasonably hope
to see in the 1980's and then tracing the staffing and cost ramifications
of these.

In the first section,I briefly attempt to discuss the likely future
rapifications of present-day educational innovation. Next are presented
four future schools which seem likely given our conclusions concerning
directions suggested by present reforms. In Section III staffing and cost
rapnifications of the schools are drawn. A final section contains a suli-
mary of the staffing and cost estimates zlcong with some concluding re-
marks.

(1) Hyer concludes similarly (11)*.
* Figures in brackets refer to References listed at the end of this paper.




I, DEVEIOPING EDUCATIONAL FUTURES

Innovation proceeds in two stages, and both are important if we are
to examine future directions. First there is the potential innovation
inherent in the criticism of presert practices, and second there is the
observation of trends in innovative practices which are already underway.
There is a confusing wealth of material in both of these areas, especially
the former, and many would perhaps consider it foolish to attempt to re-
duce all this to one or two basics. Yet I have been impressed in reading
and re-reading much of this material, including the most helpful review
of Ieila Sussman that there are indeed one or two basic notions that seem
to run through much of this literature. The basic reform theme I find in
both criticism and innovative practice is the need for more individuali~
zation of the educational experience. Dozens of pages could be devoted
to the attempt to support this claim, but space will not permit such a
discussion here. A short supporting statement is reserved for an appen-
dix.

A second theme which I find involves criticism of the requirement in
American schools that students know, at least briefly, a considerable
corpus of factual material. Many critics seem to feel thai the time could
be put to better use either in improving such things as children's self-
confidence, or for pursuing cognitive gains in lines of inquiry thought
important by the student himself.

There is nothing highly radical about the notion of having indivi-~
dualized attention of some meaningful kind given to students in American
schools and I would guess that most parents would think it desirable.

And yet we do not have many public schools where this is now true. Ob-
viously, there must be other powerful social forces bearing upon American
educational practis.es which are somehow in conflict with the individual
attention ethic just enunciated. The unifying theme of these forces is
not far to seek. It is the complex of reasons why schooling should be a
common unifying experience for citizens of a nation. This is reinforced
more so in a nation whose citizens' origins are very diverse, where there

(1) For example, Holt (10, p. 177): "We must ask how much of the sum of
human knowledge anyone can know at the end of his schooling, Perheps
a millionth. Are we then to believe that one of the millionths is so
much more important than another? Or that our social and national
problems will be solved if we can just figure out a way to turn child=-
ren out of schools knowing two millionths of the total, instead of one?'
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is required a "melting pot."

This is a strong tradition in America and actual and potential school
reformers have in the past seriously underestimated its underlying
strength. It's existence can explain a great deal: the "]Jock-step" Pro-
gression which is almost identical for everyone, the teaching of ethnic
minorities facts about European history which are only of remote interest
to them, choice of similar texts for all children in the state, and so on.
Viewed in these tercs we can also see why }here is that emphasis upon
cognitive attainment which school reformers criticize. Since mastery of
considerable factual material leads to careers conventionally thought
successful -- becoming members of learned professions for exarple ~- it
is only natural that all children should have this same chance.

Without sStopping to present proof in great detail that these are the
central, and in large part opposing, traditions in at least American edu~
cation (beyend the raterial in the Appendix) I am coing to proceed upon
this assumption. Educational institutions ~. twenty years hence will

robably reflect the outcome of a clast vetween these two viewpoints,
Thesis and antithesis will produce some synthesis, but exactly where this
process will come to rest is difficult to foretell., What seems obvious

to a reasonably impartial observer is that neit'er tradition is likely to
win the battle completely, although if some comes close to doing so it
will undoubtedly ve the conventional one, which has maintained itself
virtually intact for three-quarters of a century in the face of sometimes
very effective espousal of arguments for the virtues of individualism
which are alxmost identical to those heard widely today. This was especial-
ly true in the l950's.(l)

The central inquiry in this paper concerns the form this synthesis
will take. Since we have little actual experience which has obtained the
kind of synthesis thought necessary, this kind of crystal-ball gazing is
fraught with hazards which (correctly) produce significant inhibitions to
the careful researcher. But once these are overcome, perhaps it is pos-=
sible to have at least some reasonable hunches on the matter. First,
the strength of the common-education-for-all tradition is such that I
think it highly unlikely that the synthesis will be a radical departure
from present practices. Society will insist that a certain level of com~
mon experience and exposure to cognitive material be maintained, and
while small splinter schools may remain, a tiny number even conceivably
in the public sector, the great bulk of public schools will satisfy this

{17 The quotes IroL Waller's 193¢ statements in Sussman(lBB is one evidence

of this; so are the findings of the Eight-Year Stud%(l and the Na-
tional Youth Administratidn: Schools of the late Ot's,




requirement. On the otker hand, I do not think the old methodology will
escape unchanged this time, even though it is true that it has adopted
almost none of the reforms suggested in the 1930's and since.(l There
are several reasons for this. First, in the 1930's when innovation was
at hand, the country lacked the resources to Provide decent schools of
any kind, much less innovative ones. America is much more affluent in
the 1979's. Secondly, there is no mistaking the stridency of criticism
abroad in America today. Almost no responsible educational scholar be-
lieves in maintaining anything near the status 33_.(2 Third, there is
for the first time the possibility of substituting non-human instructional
devices at lower cos% than the traditional teacher in the self-contained
classroomn, 5 If the first time costs are paid by someone, the pressure
of these technological changes will provide a strong catalyst for change
also.

While it is perhaps reasonable to assume some synthesis of the two
traditions, this does not pre-supposc one type of delivery system. It
probably can be obtained with changes which range from a fairly small de-
parture from current practice to ones that entail rather substantial or-
ganizational changes. ZEach of these can be envisioped in ways that are
feasible in terms of cost. Indeed, since American education is widely
decentralized, where one school district can adopt a new organization
without disturbing its neighbor, I fully expect to See several instruc=—
tional strategies existing in the 1980's side by side.

In the next section of this paper, then, are presented four differ=
ent instructional strategies which in my opinior can achieve the desired
synthesis between a common education tradition on the one hand and indi-
vidualized learning experience on the other, While none is widely adven-
turesome, they are, if anything, perhaps a bit further towards individual-
ization than we are likely to see in the 1980's, although balanced adjust-
meénts which entail somewhat less individualization are not difficult to
zake. One strategy does not depart greatly in relative terms from present
practice; a second would change significantly in terms of basic orzaniza-
tion, while a third would do this plus add substantial amounts of educa-
tional technology. A fourth strategy would be even more of a rsdical de=-
parture in that part of the learning experience would routinely take
place outside the walls of the traditicnal school building.

(1) See Pincus (16).
(2) see, e.g., Averch et al (2) Chapter 7.
(3) See Hayman and Ievin (7).
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TII. FOUR INSTRUCTIONAL STRATEGIES LIKELY IN THE 1980's

)

A. School Ore: Adapted Traditional

Phe first future school we shall discuss would not raise too many
eyebrows in most American schools today. It is somewhat different accord-
ing to age group and so elementary and secondary versions are discussed
separately.

(1) Elementary S£:hools

Perhaps it might be wise to describe a conventional American school
so we will know what we are comparing. The foliowing describes the ele-
mentary school my children attend in Montgomery County, Maryland, which
is a school district which is both quite traditional in outlook and quite
affluent. For the first six grades (I will omit discussion of kindergar-
ten) there are 16 teachers for 409 children, for an average class size of
25.6. However, one teacher teaches ten "catch-up" children (children
having difficulty keeping pace in any one of the six grades) and thus
the pupil teacher ratio for the other 15 teachers is 26.6. The range in ‘
class size is 24 to 32. Besides these teachers there is a sizable list
ol traveling teachers, para-professionals, and auxiliary personnel as
follows. The teachers nmay all be considered to be specialists in their

field:
Reading 2.5 days per week
Phys. Ed. 3,0 " n n
Speech 1.0 " n "
Instrumental ‘tusic 1,0 v n "
Art 1.0 " " "
English (as
second language) 1,5 * " "
Nurse 0.5 " n
Librarisan 2.5 " " n
Library Aide 5,0 " M 1
Teacher Aide 5,0 M n
Totel Certified 3,2 Full Time Equivalent
Total Mon Certified 2,0 Full Time Eguivalent




Basic instruction occurs in the self-contained classroomn where nost
pupils enccunter the sane experiences and are responsible for basically
the same work altﬁough it is undoubtedly true that the individual teachers
give individual assignments, advice, and the like from time to time to
individual pupils. There is also some individualized instruction by the
specialists, although much of this is for pupils not keeping up and pre-
sunably associated with some sort of stigma therefor.

It should be obvious that with these resources the Montgomery County
schools have rmoved to a position where individual attention is possible
already, and the exceptional teacher is Probably providing a fair amount
although this is made difficult by rather inflexible curriculum require-
rents.

Let us now consider which changes would be required of the school
Jjust described which would make it possible for each child to have a sig=-
nificant individualized learning experience similar to Kohl's open class-~
room,(l) or perhaps in the Friends school described by Sussmann. 2 This
is only one design thought reasonable out of what must be at least dozens
of rossibilities. Half the day would stay the same, while during the
otrer half the pupils will bé divided between two teachers each of whom
proceeds on an open classroom basis. If we assume for simplicity an aver-
age class size of 28, this would mean an additional teacher for each 56
children (however classes of 30 or even 32 could probably be easily handled
under this a-rangerent). It would probably be expedient for proper super-
vision to have a half-time para-professional aide to deal with each class
as well. It would also be good if the second teacher were trained in
diagnostic~prescriptive techniques and be skillful as a counselor.

This arrangement could prove quite flexible and during the open
classroom part of the day instruction could utilize a nurber of aids, in-
cluding programmed learning materials in books or through a conmputer ter-
minal, use cf tape recorders to improve writing and speaking skills, and
S0 on. Another variantmight be to have part of the traditional part of
the day's instruction be done with instructional television or even in-
structional radio.

The other traveling teachers could be retained, although perhaps re-
duced in quantity. They could contribute to the open classroon or indi-
vidunalized instruction approach during the individualized part of the day
as well.

(1) Kohl (14).
(2) (18).
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(2) Secondary School

Traditional secondary schools in America typically have specialized
teachers who teach several clas<es a day (usually fifty minutes in length)
in one or at most two subject areas. Students travel from room to Ioom
for their classes and have either four or five "subjects" per day.
Instruction is strictly the same for all students; there is very little
individualization.

A variation of the above which would add a significant individuali-
zation dimension in high school might be to have one or two fewer solid
subjects per year (ior a total of three or four) and have either two or
three periods eacn day devoted to suall seminars and individual tutoring
where the direction of inquiry is into subjects of interest to the stu-
dent. If this were in the true spirit of the open classroon 2 possible
lines of inquiry would include such things as building and repairing
automobile engines, studying flower growing, etc. and therefore staifing
problenms would occur. To deal with these it should be possible to enlist
conmunity members to help in instruction, perhaps in return for a small
hourly stipend. True ipdividual involvement by the student would probably
also require considerably more in~-depth interviews and counselling of
students by counsellors and teaching staff, 1 envision a typical student's
day then of consisting of half (or perhaps two-thirds) regular courses as
now, and then the other half (one-third) day having a configuration where
one teacher is the team leader for eighteen students in a facility where
each has his own desk (shared with one student who uses it the other half
day). Students are grouped according to their choice with teachers whose
general interests are known (subject to obvious constraints). Teachers
delve into the interests of each individual student, requiring them to
make inquiry into areas of interest and to write papers or give reports
recorded into & tape recorder. The atmosphere is informal. The te&acher
also works with any student who may have learning problems in special
areas if they show interest in doing so. If the student shows some in-
terest in some vocation, avocation, or community activity, the teacher
attempts to arrange for auxiliary instruction by some person in the acti-
vity indicated =-- the county treasurer's office or the beauty parlor as
examples. There is also available one school psychologist for in-depth

(1) Typical in grade 10 (age 16): English Literature, Spanish (or French),

Solid Geometry, Social Studies, World History, and Study (or Gymna-
sium) Period., For a four-subject schedule the language would be
absent.

(2) See Sussmann (18).

ey

151




.

discussions [or each 100 stwdents. The teacher tries to develop group
projects where several students have similar interests, and seminars are
held %o discuss such subject matter.

B. School Two: The Differentiated Classroom
Without Substantial Technology

As has been pointed out many times, American education is possibly
one of the last of the cottage industries, in that all educational tasks
are commonly entrusted to a single worker -~ the teacher in the self-
contained classroom. But the learning experience is diverse, and this
would suggest that classical tools of specialization might be applicable
for education as well as manufacturing projects. For example, Joyce has
pointed out seven functions of the teacher, cooperative group leader,
organizer of others, conveyer of information, therapist, self-instruction
specialist, instruction resource specialist, counsellor, subject matter
specialist.l> Presumably some teachers are more adept in some of these
functions than others. Or, if we look at the instructional process,
there is some need for lecture, some for discussion in large classes,
some for discussion and interaction in small seminars and tutorials, some
for drill-skill practice and so on. The organizational plan which can
arrange to utilize specialization and division of labor is differentiated
staffing. The idea is already well known and it has been tried with
seeming success in a number of American school districts. It has the ad-
vantages of being quite flexible and of establishing a much more satisfy-
ing teacher career progression (or so it would seem). Because of its
flexikility, differentiated staffing could achieve the synthesis discussed
above between a uniform educational experience and individualization.

The chief management of day to day instruction that obtains with
differeutiated staffing plans comes from a Master-Teacher/Team-Leader,
who may direct a team of several senior teachers, staff teachers, asso-
ciate teaclers, and para-professional aides. The Master Teacher along
with his or her senior teachers, using guidelines set down by the school
principal, will decide upon the schedule for the perhaps 150 students for
whom he is responsible. (Grouping of children for the responsibility of
each team can be based on either the children's age or along subject
lines).

(1) Joyce (13, p. 111).
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Traditional subject matter is covered as the Master Teacher sees
fit, with some teachers assigned to lecture, some to lead discussion
sessions, and others (perhaps beginners or para-professionals) to help
students with drill-skill practice sessions. In addition, individual
needs, problems, and interests are identified, with teachers and aides
again assigned to deal with such needs according to their specialized
abilities. With this organization it only takes the proper decision by
the principal and Master Teacher to assign some teachers to the task of
engaging in individualized instruction with the students at stipulated
times of the school day. Such functions as vounselling and evaluation
can easily be subsumed by different members of the team as well., JIndeed
the flexibility is such that the potential variations in program and cur-
riculum are almost endless.

Iet us assune an elerentary school containing 450 children. A pos-
sible differentiated staffing plan for such a school might include three
teams, each responsible for 150 children in two-year age intervals., Each
team would have the following members:

One Master Tecacher - He or she is responsible for all instruction

for these 150 children along with the method of its presentation,

subject only to constraints imposed by principals and district.

For the traditional part of the instruction these constraints

would be similar to those in present day schools -- textbook

selection, etc. For the individualized part of the day the

liaster Teacher is free to design the program, sSubject to super-

vision from the principal.

Two Senior Teachers - Senior teachers are potential Master
Teachers. They are highly competent teachers who can do some
planning and management and who at the same time have some
notable teaching skills -- some are perceptive discussion
leaders, others are charisratic lecturers, etc. The lMaster
Teacher of course tries to pick his senior and other teachers
with as wide a menu of specialized strengths as possible.

Two Staff Teachers ~ Staff teachers are journeyman teachers.

Most are fairly young who will move up later. There might be
some persons in this category who have failed to move on to
senior teacher but since the lot of a staff teacher is in itself
rather pleasant (all teaching and very little supervisory or
clerical chores) this should not present undue problems.




One Intern Teacher - Intern teachers are teachirs who do no. yet
have the required credentials or are within the first year after
obtaining then.

Three Full-Tine Equivalent Para-professionals -~ Para-professionals

are nothers, students, athletes employed during the off season,
anrd any nusber of possible types of non-credentialed persons. We
ne+ know vhat numerous such persons are available in the comnrunity
who do their assigned tasks excellently.

A schoel day in this proposed school could go as follows. There
would be two formal class discussion periods each morning with English and
Social Studies two days a week and Mathematics and Physical Science two
days a week. The fifth morning would be used for discussion, review,
special films, examinations, etc., at the discretion of master and senior
teachers. Children would meet for lecture~demonstrations by the master
teacher or senior teachers for 50 minutes in groups of 75 or 38, and then
after a short break would rmeet in smaller groups of 25 to 30 for discussion
of the same material led by an accredited teacher.

In the afternoon the first 60 minutes would be used in meeting in 6
groupg of 25 for an open classroom type class, where the teacher would
review some of the morning's discussion if the children wished, and other-
wise would delve into topics of interest to the children. This hour would
also be used for structuring and planning the last 20 minutes or so of the
scnocl day which would be devoted to individual work, small group sessions,
seninars, counselling sessions, etc. There would be six para-professionals
available during the afternoon such that there would be adequate super-
vision, with an adult-child ratio of about one to thirteen. More dis-~
cussion of this kind of arrangement is included below where a similar but
more complex configuration which uses technology is outlined.

It should be emphasized that the author is not proposing this or-
ganization as the bect one. Undoubtedly it could be improved upon with
experience., It nay even be that some parts of the school, the first
three grades say, would be best left ‘.ith the self-contained classroom
organization. But I believe that it is reasonable to suppose that the
configuration is a good enough example of what would be required to give
us helpful insights into the staffing and salary requirements of this tygpe
of scnool. This comment is generalizable to the other proyosed alterna-
tives as well,
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C. School Three: Differentiated Staffing Using
Substantial Inputs of Education Technology

If we expand our horizons to consider inputs of instructional tech-

nology, the advantages of differentiated staff organizations become even
rore apparent. To properly use such technology the organizational pattern
in the school and school district becomes somewhat more complex, however.

Writers concerned with the use of non-human instructional resources
have tended to define the term "instructicnal technology" rather broadly
to include ongoing research and evaluation as well as actual instruc-
tion.(l) In this paper I will adopt a somewhat more narrow convention
for the most part and define educational technc’.ogy as "non-human instruc-
tional devices" unless otherwise indicated.

As with differentiated staffing withou: :chnology, it is difficult
to predict what the use of educational techno.ogy will be in the U.S.
twenty years from now. There are two features of both alternatives which
make it seer reasonable that both (separately or together) are liable to
be in mucl more common usage in the 1980's and these are their demonstra-
ted flexibility, which would permit the desired synthesis as discussed
above, and secondly, the fact that by the 1980's both will be quite com=-
petitive in cost terms with traditional methods. This is especially true |
with variations which use technology -~ especially instructional tele-
vision. Set against this, however, is the demonstrated resistance of
Anerican educational institutions to change.

The employment of educational technology e~ isioned here is that
termed by Hyer "Ievel Two" usage, where media arc substituted for some
functions perforred before by the regular classroom teacher. Now the
naster teacher not only directs the members of his team in human teaching
roles, he must decide when and how he will employ non-human instructional
devices. Thus the level of expertise required of this person is consider-
ably greater than when there is no technology present, because now he
must not only be very well informed concerning the specializéd skills and
capabilities of his or her staff wembers. but also have a good command of

(1) Hyer adheves to the broad definition promulgated by the Commission oi
Educatior . Techunology, that educational technology is "a systematic
way of de.igning, carrying out, and evaluating the total process of
learning and teaching in terms of specific cbjectives, based on re-
search in human learning and communication, and employing a combina~
tion of human and non-human resources to bring about more effective
instruction (11).
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the strengths and weaknesses of technological instructional methods, in-
cluding technical aspects, strengths and weaknesses of media types for
different instruction aspects, and costs. In short, this would become a
fairly demanding middle management level type of position of the type for
whichk managers in the U.S. get paid in the $20,0C0 to $#30,000 salary
brackete.

Beyond the use of technology, the remainder of the organization would
be similar to the differentiated staffing organization pPresented above.
However, because of scale economies that obtain where media used is con-
cerned, the Master Teacher - Team Leader ':_.uld also have to interact with
other parts of the school district in ways that would call for additional
coordination from higher management. The production of video tapes in a
subject might require cooperation between a number of teachers in‘the
district if the material is to be kept relevant to the particular school
district. Otherwise the district will rent or buy tapes which are pro=-
duced cormercially (presumably of very high quality). In the former case,
especially, substantial coordination will be required and skillful manage-—
zment above the Team Leader level will be required.

Iet us try to visualize a hypothetical working day of one instruc-
tional group in an elemertary school that is responsible for the schooling
of 240 children aged 8 and 9 (present grades 3 and 4) where technology is
widely available. As with the differentiated staffing school discussed
atove, but even more so, the general problem which is faced by the prin-
cipal, master teacher, and senior teachers as they design the instruction
is how to achieve the kind of freedom they want for the children in order
for them to pursue their own interests, while at the same time -
waintaining standards for what is learned and keeping control over what
is taking place at the school. All this is not easy and thus the ability
levels (and salary levels) required for staff will be much more demanding
than those in present schools. Costs are discussed in more detail below.

Besides staff resources similar to those described above [or School
Two, tLe principal and raster teacher have the following technical re-
sources at their disposal.

- Pelevision lecture - Series of high quality. Nationally pre-
parsd course sequences and special programs. We assume there
would be several channels available for use at the same time
and several school districts may cooperate in transmission.

- Television presentations originating in the school district.

These zre lecture-demonstration type programs, although it is
also possible to have a question-asking capability since the
television can have a two-way capability.
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Television presentations originating in the school building.

Television review of some lectures available to small groups

of students or individuals by using video tapes available in
the school library. e :
Audio instruction contained on tapes in cassettes, Students
can replay tapes as often as they wish. Earphones and audio
sets are available for about 20 per cent of the students to

use at a given time.

- A number of computer terminals, perhaps 40 for a school of

. 700, Half of these have an ardio capability. Numerous soft-
ware instructional packages are available by merely punching
the correct sequence. These include instruction packages of
the drill-skill type in arithmetic, language, logic, typology
in biology, etc. Also ave® .ciz are courses in some subjects
such as grammar, arithmetic, logic, which can be taught in a
logical branching sequence.

- Various types of programmed instruction books that, Perhaps
with the aid of a para-professional, can give drill-skill
type instruction at léés cost than using a computer terminal.

- Conventional textbooks, workbooks, material for getting child-
ren started on various units of experiment, etc.

As in School Two, subject matter which would be taugh} these children in
four areas: Language, Number Studies, Social Studies, and Natural Studies.

The School Day

Iet us assume a school day, exclusive of lunch time, of six hours
(260 minutes) alvhough it is reasonable to make it possible for interested
students to stay longer for work at a computer console, etc. The school
concentrates on giving students the required common educational experience
in the morning and individualized instruction in the afternoon. Standard
curriculum topics are covered in the afternoon also, but with a more in-
dividualized approach. As in School Two, the chief instructional material
in the lecture mode for each subject is given twice weekly. For example
on Monday and Wednesday mornings there are Language and Social Studies
presentations, each lasting 85 minutes and consisting of a televised lec-
ture (probably produced beyond the school district for the most part but
with a school district originating component as well) of 45 minutes, a
ten minute break, and follow-up discussion sessions of 30 minutes conducted
by a senior or staff teacher (perhaps the master teacher or teacher intern
sometimes). The same would take place for Mathematics and Natural Science




on Tuesday and Thursday. On Friday, the teachers use the time for what-
ever they wish, review, examinations, discussions, etc.

Having used half{ the day for structured cognitive pursuits, this
leaves the other hall, or 180 minutes, to be used as desired, including
individually tailored instruction. This could include discussion groups
of various sizes, independent work with computer console or audio=-
cassettes, discussions with teachers for counselling purposes, independent
study, or visits to facilities sucn as factories and museums, of{ the
school campus. It would also (presumably) incluce some time in open~-
classroom type activities. Tne main problem encountered for this type of
activity is how to keep control, i.e., how does the staflf insure that the
various tasks being undertaken by the children are all reasonably produc-
tive? This control problem would not be easy to resolve, but the solution
is probably to insure a low ratio of children to adults. One way to go
about it would be to have the first hour of the afternoon broken into six
classes of 25 children each (or five of 30 each). The children could be
grouped by type of interest perhaps. During this hour there is an open
classroon type activity where the teacher in charge works to find out
which kinds of activities are indicated for the rest of the afternoon ac-
cording to the wishes of the children and recommendations of the counsel-
lors. The last two hours of the day are then taken up by all the different
kinds of activity mentioned above. Since there are six para-professionals
as well as six teachers, it should be possible for some adult to keep
track of and direct each individual child during this period without any
loss of control.

D. School Four: Part of the School Day Not In School

There is a final possibility which would at the same time achieve
the synthesis discussed above, reduced costs, and increased quality. It
involves a larger departure from American traditior and therefore may not
cbtain recognition because of other societai constraints. It would entail
receiving instruction in the home part of the day with television (p2rhaeps
with two-way audio capability) and using ordinary telephone lines for inter3
action with computer capabilities. One third to one-half of instruction
could take place in the home in this manner. The part of the day spent in
the school building could include counselling, small seminars, and other
individualized modes a8 well as standard lecture-discussion classes.

The societal congtraint which will inhibit such an instructional
strategy is of course the demonstrated demand of parents that their child-
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ren from age 6 to 17 be out of both house and street during the hours
from 8 a.m. to 4 p.m. five days weekly and otherwise accounted for. If
this constraint is ever breached, such configurations will be feasible.
In any case the method has obvious potential for adult instruction.

III. RESOURCE COSTS IN THE FOUR FUTURE SCHOOLS

Iet us turn now to consideration of likely cost ramifications for
the various resources required by the four alternative schools discussed
above. For the two schools which do not require much educational tech-
nology this is not very difficult, but cost patterns in those having sub-
stantial media use are not quite as obvious., Fortunately, there is somne
helpful recent vork on costs in educational technology which are quite
helpful.

Costs of present practices are merely descriptive statistics. Other
staffing costs in this section will be developed hypothetically on the
basis of the types of skills which I consider necessary and my own percep-
tion of what renmuneration such skill combinations command in present day
U.S. iabor markets. An attempt is made to abstract from fixed building
costs which are common to all methods. When additional space and
equipment needs are indicated by one particular mode, however, they are
included. Cost estimates have been designed to be, if anything, somewhat
high, since the conservative path is the better one for such speculative
ventures.

A. For Comparison: The Traditional School of the Present

Education Teaching Systems, a school research firm, has made a care-
ful study of educational costs by function. The original costs are two
years old and therefore I am inflating them by 10 per cent and rounding
off to the nearest meaningful number. The important ones for our purposes
are (per pupil per year):

Teacher $4.00
Classroon 120
Principal and Staff S0
School District Administrative 0

TOTAL Sgéﬁ

We will ignore other inputs such as cafeteria, tramnsportation, etc.
which would normally add perhaps another $#200 per pupil. These are assumed
identical. no matter what the mode or else specific notice will be taken.
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B. Adapted ‘‘raditional 35¢cnools

The adapted traditional elerientary school is assumed to be diflerent

from the present day school in only three ways. They are:

- For a half day the pupil-teaciner ratio is cut in half and a
para-professional aid is added. The extra teacher is assumed
to have specialist training and therefcre to earn $2,000 more
Per annunm than regular c¢lassroom teachers.

- An extra facility is needed for every two classes (since one
can use it in the a.m. and one in the p.me). I assume this
extra facility only needs to be half the size of a regular
classroom.

- Perhaps some additiomal supervision by the principal is
necessary to insure cooperation between the two teachers
involved with each set of children.

Cests per pupil of these changes (assuming 28 children per class) are:

Additional Cost (Per Pupil Per Year)

Additional Teacher $215
Para-professionals* 135
Principal and Staff 30
Additional Classroon Space** 60

k:{ivixe)

* Salary is figured at $3.50 per hour for a 180 school day year.

**This figure was also cross checked with calculations using school
building data and square footage requirements. The alternative method
yielded a figure of about $50 pe+ pupil per year.
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TABLE 1

Sumrary of Instructional Costs and Staffing
Requirements, Four Instructional Alternatives
(Per 1,000 Students)
II i
A. Prinary School
36 .6 Teachers
B. Secondary School
28.,5 Teacners
6 Counsellors

Adapted Conventional Schnool
A. Prirary

36,2 Teachers

18,1 Specialists

Additional Facilities
Additional Principal & Staff

TOTAL
II.

TOTAL
B, Secondary
45.0 Teachers
5 Counsellors
Additional Facilities
Additional Principal & Staff

III. Differentiated Stafl School
6.66 Master Teachers
13,32 Senior Teachers
13.32 Staff Teachers
6.66 Intern Teachers
6.66 Resource Teachers
35.62 Total Accredited

19.98 Para-professionals
Additional Facilities
Additional Principal & Staff

IV. . Differentiated Staff With Technology
. Taster Teachers
8,32 Senior leachers
16.64 Stafi Teachers
4,16 Intern Teachers
27,28 Total Accred.ited

16.64 Para-professionals
1.3%9 Adrinistrators

Additional Remuneration,
Principals

TOTAL

TOTAL

TOTAL Staffing Costs

Additional Classroom Facilities
Media Costs
TOTAL

TCTAL

If two fewer staff teachers Per teanm

Note: Since the figures in this table Pertain to hypothetical constructs,
they should be interpreted only as approximations which serve as useful
This is true With the figures in Tables 2-

guides to our thinking.

" $366,00C

285,000
gZ,OOO
2

$362,000
217,000
60,000

go,ooo
?
$460,00C

60,000
60,000

%0,000
2

$ 95,240
159,840
119,880

43 ,29C

;;0 g';.()
WaT0

75,924

60,000

go,ooo
2 1L
§ 87,260

133,120
160,400

51520

63,230
20,850

20,000

F5IE,000

60,000
200,000

- 82;200
?

If the reader has other ideas concerning the design of future schools,

he should be able to adjust the
ingly.

i
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TABLE 2
Summary of Additional Costs Beyond Those of Present
Conventional Schools, Three Instructional Alternatives
That Include individualized Instruction, For
One Million Children

e of School Additional Cost (§)
Adapted Conventional 303,000,000
A. Primary 303%,000,00C
B, Secondary 244,000,000
Differentiated Staff 326,000,000

Differentiated Staff
Technology Using
A. Normal 412,000,C00
B, With two fewer staff teachers per team 328,000,000

TABIE 3

Summary of Staffing Needs,
Four Instructional Alternatives,
Four One Million Children

Iype of School Accredited Non-Accredited
Present Conventional 35,600

Adapted Convenrtional

A. Primary 54,300
B. Secondary 51,000
Differentiated Staff . 46,600 20,000

Differentiated Staff
Technology Using* Normal 33,300 16,600

With two fewer staff
teachers per teanm 25,000 16,60C

*Also 1,400 school administrators.
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TABLE 4

Total Wage Bill For Instructors,
Four Instructional Alternatives,

Tvpe of Scheol

resent Conventional
Adapted Conventional
Differentiated Staff

Accredited
Non=-Accredited

TOTAL
Differentiated Staff

Technolory Using
A, Normral

Accredited
Non~Accredited”

TOTAL

For One Million Children

B. Two Less Stafi Teachers Per Tesax

Accredited
Non-Accredited”

TOTAL

*Tncludes Adninistrators,

TABLE 5

Estinated Salaries For Accredited
Teachkers, Pour Instructional Alternatives,
With 5, 10, and 20 Years Experience

Tvpe of School

Present Conventional
Adapted Conventional®*
Differentiated Staff
Differentiated Staff

Tecnnology Using

*Phe higher salaries in adapted conventional ov
reflects the greater use of specialists only.

5 Years 10 Years
Experience Experience
$ 8,500 $10,000
9,10C 10,600
9,000 10,500
10,000 13,000

specialists would stay the same.

[V 2N
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Total Wages gg)

362,000,000
550,000,000

496,000,000
76,000,000
572,000,000

434,000,000
84,000,600

518,000,600

351,000,000
&4 ,000,000
435,006,000

12,000

16,000

er present conventional
Salaries for non-

20 Years
Experience

$12,0C0
12,600



This could be reduced considerably by increasing the overall teacher-
pupil ratio in the school, which should not be objectionable given the
intensive help each teacher now receives during half the school day. In-
creasing the ratio 10 per cent would recapture about $80 of this addition-
al expenditure for a new increase of $360. Total instructional expendi-
ture then increases from $64C to $1,000 per pupil per year.

The adapted secondary school would be somewhat more costly because
part of the day being replaced would include study and gymnasium periods,
where student teacher ratios of 100:1 are often maintained. Assuming the
present high school student averages 1.5 study and gymnasium periods per
dey, the add;tional yearly cost per pupil would be as follows:

-

Teacher #200
Psychologist 120
Classroons 60
Principal & Staff O

TOTAL '57&'6

C. Differentiated Staffing

Differentiated staffing plans would place management responsibilities
on the principal, master teacher, and senior teacher which are greater than
those required presently from the classroom téacher and therefore it seems
reasonable to expect these people to be paid accordingly. Therefore I
assume annual salaries which are higher than those given by the firm of
Cresap, McCormick, and Paget in their report to the President's Commission
on School Financeg

For School Two then, I assume the following persomnel and costs for
450 pupils, (See next page)

(1) wWhile the CMP estimates were apparently based upon actual practice
and therefore deserve a considerable measure of credence, it does not
seem reasonable that a master teacher's salary is only equal to that
of an average classroon teacher.




Personnel Salary Cost

Three Teaching Teams Comprising:

1 Master Teacher $14,000 #14 ,000
2 Senior Teachers 12,000 24,000
2 Staff Teachers 9,000 18,000
1 Intern Teacher 6,%00 6,500
3 Para-professional Aides 3,800 11,400
TOTAL ’ ¥7%,900
Times 3: 221,700
3 Resource Teachers 12,000 36,000
Additional Principal and Staff l?,ZOO
TOTAL ,
Per Pupil $ 603

The indicated total instructional cost is not much more than many conven-
tional programs today.

D. Differentiated Staffing With Technology

As we indicated above, the smooth functioning of & school system
which used considerable non-human instructional resources Would require
personnel with considerable management ability. The following are the
salary schedules I visualize for School Threg.

Annual
Personnel Average Salary
Principal $24,000 $22,000-$26,000
School Administration $15,000 812,000—818,000
Master Teacher $21,000 $18,000-$24 ,000
Senior Tesvier $16,007 §12,000~§20,000
Staff Teacher $10,000 $ 8,000-$12,000
Intern Teacher $ 6,500 %8 6 ,000-§ 7,000
Para-professional $ 5,800 kK

($3.50 per hour)

In a school which uses media extensively, it would probably be pre-
ferable that administrative units be somewhat larger and therefore the
following staffing plan assumes that each master teacher is responsible
for 240 students. A fairly rich staffing arrangement for such & group
would be:

1 Master Teacher 1 Intern Teacher
2 Senior Teachers 4 Para-professionals
4 Staff Teachers (Full-Time Equivalent)

T oK
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The laryest staffing bottleneck in School Three is the necessity for
an accredited person to neet daily with a small group of children (30 in
our exanple) for open classroom instruction and the planning of individual-
iz d activities. The svaifing arrangenent just given would allow these
ciasses to meet all at the same time. With better scheduling this would
not be necessary and it would be possible to zet by with one or two fewer
staff teachers., Adding charges for principal, administrator, and adminis~-
trative staff (assuming a scnool of 720 children) we arrive at a per pupil
cost of $565 per year. With two fewer staff teachers the cost would be
#4&2. To this must suill be added the cost of instructional technology.

Capital Costs

We have a recently completed manuscript by Hayman and Ievin which
carefully reviews the costs of educational technology as they appear at
this time. We should remenmber in thinking about the future that addition-
al improverents and further econoznies of scale in all these areas will
nean that we can be reasonably certain that there will be no increase in
costs of these resources over the next decade or two, unlike teacher costs
which will probably drift upwards considerably over that time period.

This is especially true with computer hardware and software, which should
decrease in cost (per unit of output) over the next two decades.

The figures on the following page are based directly upon the Hayman
and Levin estimates, which are quite adequate for our purposes. Since the
main purpose of this paper is to deal with staffing costs, detailed mater-
ial, some of which gets somewhat tedious, is not included.

High School

The preceding example has been concerned with the elementary school
level. However, I see one of its virtues as being easily adaptable to
other levels. The para-professional would not be necessary, perhaps, but
the other staff requirements are reasonably similar to the elementary
school example. Technology requirements different from those Just giverd
are more difficult to foresee. We will use the $200 figure for high school
as well, although it may be somewhat on the low side.

T Yy
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Instructional Television, 90 minutes per day for 150 children,
meeting in four groups, assuming the existence of at least
several dozen small groups in the viewing area.

Software

(.15 per student viewing hour)
Per student per year $ 32.40

Production

($.07 per student viewing hour) :
Per student per year 15,12

Reception

($.10 per student viewing hour)
Per svudent per year 21.60

Total, ITV, per student per year $ 69.12

Computer Terminal Costs -
($.40 per student use hour)

Per studentv per ysear 14.40
Audio Cassettes, etc.
Per student per year 25.00
Progranmed Instruction Materials, etc.
Per student per year 20,00
Total, Tecinology 128.52
(Rounded) 130.00
Additional Classroom Space _6C.00
GRAND TOTAL $190.00

It would seem reasonable to expect that technology costs, once

the first time costs have been paid, would be in the area of

$200 per student per year.

E. 3chool lour

Litile need. to bLe said about vhe costs ol School Four. Obviousdly,
if one-third of the school day could be transferred Lo the pupils' own hLore,
then approxiravely one-third of the instruction (but nowu manarerent) cost
would be saved. On the other hand it may ve necessary for the school %o
cive the parents of children a yearly stipend to cover Soue of the costs
of specialized equiprent.

IV. IMPLICATIONS OF THE SCHOOLS UPON FUTURE COSTS AND STAFFING

fable 1 sunrarizes the star{ing end cost require.ents couparing the
present day conventional school and three innovative schools. 'fae rourth

LY
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schiool, where students stay home part of the day, is not analyzed because
vwe know very little concerning any home equipment costs and also because

it would only involve a percentage reduction in the costs of the technology
using school. All three schools whi-h include individualization involve

a fairly sizable ircrease in expenditure but the differences in cost be-
tween the three future schools themselves are not sizable. In exaumining
Tatle 1, it should be recalled that the cost {igures for conventional
schools are for instruction only, and therefore it is not fair to corL.pare
the costs for present schools and those given for the three future scnools
in percentage terns,

An idea of the bre¢ c¢ast and stalfing ranifications of the schools
described in this'paper Cs 2 obtained from Tables 2 and 3 which are pre-
sented on the basis of the needs of one million school children., In Table
2, if the last six zeros are dropped from the figures, the reader will
have the additional expenditure per pupil per year which each school would
cost, r u.in; from $244 to $412. Perhaps ig Light be safe to say that the
nation » .d include a quality individuali:.ed instructicn aspect to its
education at a cost of around $300 per pupil. If half as auch were done,
at $15C per pupil, the resv’ts may still be quite worthwhile. Since dif-
ferentiated staffing plans are rore flexible but require a certain cost
threshhold, it is quite likely that plans involving very larse changes
would allow for much greater future efficiency if they involved differ-
entiated stafiing.

In terus of staffing (Table 3), the number of accrecited teachers
£oes up substantially in vota the adapced-conventional and differentiated-
non-technological plans and these alternatives would undoubtedly be guits
popular with teacher groups. However, it should be noted that technology
alvernative 4 would require only a nine per cent reduction in requirements
for certified staff,

Table 4 presents the total instrucéional wage bill for each alterna-~
tive. As we nizht expect the wage bill for the technology-using schools
is less than either of the other schools with individualization ineluded,
although it should also be noted that the technology-using school still
requires a larger sum for accredited teacher salaries than under present
practice using one staffing assumption. Even with the more modest staff-
ing plan, the wage bill is almost as great. Thus, while technology-
using strategies would require fewer teachers, the remaining ones would
be treated to a better standard of living. fThis is also made clear by
the rough estinates ; ‘ven in Table > for salary levels based on the
reasoning given for stalf requirements given in the discussion of the
schoouls above.
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APPENDIX
TNDIVIDUALIZATION OF INSTRUCTION AND EDUCATIONAL REFORIM AND CRITICISM

That individualization of instruction seems to be implied by an al~
nost preponderant amount of educational criticism and innovation seems to
pe almost beyond guestion, but in this brief appendix let me present some
substantiation taken from what I consider to be quite typicél educational
criticism and also innovation.

1. Educational Reform as Supges ;ed by the Critics
There is, especially in Americ:, a considerable and growing body of

literature by critics who have been a part of American schools and who
have found ruch wrong with them. These writers use what has been termed,
in a review of educatio.al research partly written by the author, the ex~
periential approach, which "states in effect that the most important thing
about schooling is the way in which school experiences affect ostudents'
lives and self-concepts, both while they are students and for the rest

of their lives."(l Averch et al go on to show that to these critics
such thinzs as school procedures are essentially irrelevant unless they
affect students' self-concept, teacher-student and student-student trans-
actions, and attitudes towards social institutions that students develop.
Quite obviously, when we discuss such things as student self-concep?,
relations by students to their teachers and other students, and the atti-
tudes of students %o social institutions, we have gone a long way from
treating siudents as one of a group and are obviously thinking of each as
an individual.

As we discussed in the text, there is a strain in most of the criti-
cism against the need for great learning conformity of cognitive skills.
Almost anywhere one looks in the critical literature one can find this
type o. criticism. For example, one of our more respected critics,
Friedenberg, notes that society and the traditional school:

ufirnly and sincerely believes that people should cooperate

with treir immediate social order, and that people who don't

are troublewakers who come to a deservedly bad end. They are

genuinely suspicious of, and hostile to, people who insist on

their own privacy and dignity against group demends. They are

(1) Averch et al, (2, p. 126). ey
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convinced that strong feelings and loyalties are nazardous,
and that it is not umerely unwise but wrong to allow such -
commitments to jeopardize one's future chances." 1

Another writer, Henry, puts this even more strongly:
"the function of education has never been to free the mind
and the spirit of man, but to bind them; and to the end that
the mind and spirit of his child 2n should never escape Homo
sapiens has employed praise, ric :ule, admonition, accusation,
mutilation, and even torture to chain them to the culture
pattern .,. Conteﬁporary American educators think they want
creative children, yet it is an open question as to what they
expect these children to create. And certainly the classrooms =-
fron kindergarten to graduate school -- in which they expect it
to happen, are not crucibles of creative activity and thought ee..
¥ron the endless pathetic ‘'creative hours' of kindergarten to
the nost abstruse problems in sociology and amthropolozy, the
function of education is to grevent the truly creative intellect
from getting cut of ha.nd."(2

And, Herndon:
"As long as you can threaten people, you can't tell whether
or not they really want to do what you are proposing that
they do." 5

Holt:
"Almost all children are bored in school ... very little in
school is exciting or meaningful even to the upper niddle class
cihild; why should it be so for some children? Why, that is,
unless we begin where schools hardly ever do begin, by recog--
nizing that the daily lives of these children are the most real
and rmeaningful and indeed the only real and meaningful things

they know."(4)

And Kohl:
"As far as (teachers and supervisors) are concerned the content
of the curriculum has nmandated by a Board of Education or a
curriculun comnittee, and it is the teacher's role to follow the
curriculum. A good teacher like a good soldier, is one who
obeys orders," 2

(1) Friecdenbers, (6, 7. ll)’. (4) Holt, (10, p. 68).
(2) Henry, (8, p. 286). (5) Kohl, (14, p. 89).
(3) Herndon, (9, p. 98).

ey
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Phe central criticism in the quotations just given obviously seens
to be that society and schools are forcing students to study material
that is chosen by others, and neither they nor their parents directly have
any participation in tne choice and not only is the choice made by others,
it is.oiten a very poor cnoice.

It is obvicus also wnat the reformers are after when we read sone of
treir prescriptions for education. (Although they are notoriously dis-
parate in their :ore concrete recoamendations.) As Averch et al state,
ruch of this centers upon the concept that has come to be known as the
"open classroon" in which the student is allowed to investigate and dis-
cover for himself the things he wants to learn.(2, p. 14C) An excellent
discussion of open classrooms 1is Sussran.(18) Open classrooms tnat are
successful have structure which is introduced unobtrusively but where it
ig possible for students to pursue their own interests as long as they
obtain a minipun grasp of reguired material. Many writers have taken more
extrere stands, and argued against compulsory school of any kind. The
cost ramous is Illick (12), but even Friedenberg can be found in this
category. While there does not seem to be much agreement on the exact
way schooling should be structured in the future, nost of these writers
discuss individualization to the interests of the students and open class-
roor types of concepts. Examples are Silberman, Kohl, Holt, Friedenberg,
and zany othurs (17, 14, 10, 6). lany of these instructors have partici-~
vated in teaching situations, often with supposedly "disadvantaged" child~-
ren in which they nave succeeded in getting the children interested in
school work through writing of themes, preparing class newspapers, using
tape recorders, etc. In at least one case, that of Kozol, the apparent
success of the individual teacher was accompanied by dismissal by his
school district.” ’

Individualizatior is a thexe often mentioned in thenvery fine survey
of educational futures done by Educational Inquiry(5). In their discussion
of schools in the 198C's they conclude that the directions for educational
goals of the 1970's are:

1. An increase. in goals emphasizing the developnent of the individual
and non~-cognitive domain.

2. A continued emphasis upon goals emphasizing the subject matter
orientation of schools.

%, Some attention being paid to the examination of the problems of
society and mankind as goals of the schc . (5, "Education in 1980", p. 15).

*Kozol, (15).




It should be added here that much of the material in the text of
this paper was indirectly influenced by the Educational Inquiry report
and is, I think, not inconsistent with the trends they identify,

(2) Implicatiors From Innovative Practices

We have, of course, had a considerable experience now with innovative
schools in Arerica, although very few of these have been inside the public
sector itself. Alrost all of these in my opinion include individualiza-
tion of instruction as one of the main forces in their approach. The only
other major recurring theme I seem to find besides individualization is
flexible staffing. The latter is of course also prominently used in the
school scenarios constructed in this paper.

One idea tnat has been tried in experimental form in a number of
places in the past few years has been that of performance contracting.

In performance contracting a private firm is given a contract to raise

the reading or arithmetic performance (usually) of children from disadvan-
taged backgrounds with payment reserved for the instances in which the
children achieve beyond a certain minimum. As the Rand Corporation
studies of one set of these experiments show (3), almost every contractor
has included diagnosis of individual learning aptitudes and problems in
his regimen.

There is also some experimentation within the public sector with the
open scnools concept. This is especially true in the State of North
Dakota. While I have not seen any reports giving thorough evaluations of
the North Dakota experience, it would appear that a key feature of the
instruction is that students are allowed to follow their own interests
vart oi the day in certain parts of their school work. This activity is
then especially connected to writing activities.

One of the better discussions of innovations in schools that I have
seen is that by Sussmann for ghe OECD. Again, I think a careful reading
of the inaovations Sussmann discusses all lead one in the direction of
individualization of instruction. Sussmenn herself seems to indicate this
in surmarizing the Newport, Illinois, High School modular scheduling in-
novation when she concludes: "The heart of the Newport innovation goes
back to the main thesis of this paper: the objective is to give students
more autonony and to change as far as possible in a non-authoritarian
direction"(18). 1Indeed, the modul. schedule for the Newport High School
is, according to Sussmann, sometimes called an "individualized flexihle
schedule."

Another innovational high school discussed by Sussmann is the Walt
Whitman Middle School (18). Here the innovation is a team-teacning
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staffing approacn which in itself probably does not demand individualiza-
tion of instruction. In this instance of innovation, utilization of
specialized teacher skills seems to be the important thing. However, the
flexibility of these types of arrangements, plus some of the examples
given by Sussmann (students producing television shows) leads one to Ssus-—
pect that there is mucn nore individualization of instruction in this
school than in most traditional schools.

In most of the other programs discussed by Sussmann, the individuali-
zation of instruction is & central goal. For example, in the contipuous
learning program in Newton, Massachusetts, the students within limits
select the curriculum they will follow and agree to fulfilling their own
objectives having agreed to specifically stated goals. There are House
Advisers who have frequent conferences with individual students and the
student is allowed an hour of unscheduled tine each day for participating
in a number of activities, including consultations, library work, or pur-
suing individual interests at a resource laboratory. Incidentally, from
this Newton Junior High School we have one of the few sets of believable
cognitive test results for an innovative school, and these show that there
were statistically significant differences in favor of the CLP students.
Sussmann also gives other exarples of open education type schools, all of
which have as their goals considerable ipdividualization of instruction,
put, it should be carefully noted, not all of which were unifornly success-
ful.

Sussmann eénds her paper on a somewhat pessiristic note. She feels
that because of the additional hard work (and it is hard work} involved
in true open classroom and individualized type instruction, major changes
in society and schools will be required to have this kind of instruction
on an ongoing basis. Perhaps this is correct; if so, the part of tae
schools designed in the main part of this paper which has to do with in-
dividualization would have to be deleted. This could be easily done in
any of the schools as indicated in the text. But as I stated above, I
feel that there are reasons why some modification of American schools in
the next decade or two will be forthcoming. Adrmittedly, the change may
not be as great as that designed into the alternative scnools in this
paper. The crystal ball has not yet become one of the dependable tools
of science.
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